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English is so widely spoken all over the world that, it has often been referred 
to as a "World Language", the "lingua f'wica" of the modern era_ While it is not an 
official language in most countries, it is currently the language most widely taught as 
a second or foreign language. Some linguists believe that it is no longer the exclusive 
cultural property of "native English speakers', but is rather a language that is 
absorbing aspects of cultures worldwide as it continues to grow. It is, by international 
treaty, the official language for aerial and maritime communications, and also one of 
the five official languages of the United Nations. 
Books, magazines, and newspapers written in English are available in many 
countries around the world, and English is the most commonly used language in the 
sciences with Science Citation Index reporting as early as 1997 that 95% of its articles 
were written in English, even though only half of them came from authors in English-
speaking countries. 
This increasing use of the English language globally has had a large impact on T 
many other languages, leading to language shift and even language death, and to 
claims of linguistic imperialism. English is also open to language change as multiple 
regional varieties feed back into the language as a whole. For this reason, the 'English 
language is forever evolving'. 
English has been with India since the early 1600's, when the East India 
Company started trading and English missionaries first began their efforts. A large 
number of Christian schools imparting education through English were set up by the 
early 1800's. The process of producing English-knowing bilinguals in India began 
with the -Minute of 1835, which officially endorsed T.B. Macaulay's goal of forming 
"a class who may be interpreters between us and the millions whom we govern - a 
class of persons. Indians in blood and color. but English in taste, in opinion, in morals 
and in intellect" (quoted in Kachru 1983: p. 22). English became the official and 
academic language of India by the curly twentieth century. The spread of the 
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nationalist movement in the 1920's brought some anti-English sentiments with it even 
though the movement itself used English as its medium. 
Once independence was gained and the English were gone, the perception of 
English as having an alien power base changed. However, the controversy about the 
status of English in India has continued to this day. Kachru notes that "English now 
has national and international functions that are both distinct and complementary. 
English has thus acquired a new power base and a new elitism" (Kachru 1986, p: 12). 
Only about three percent of India's population speaks English, but they are the 
individuals who lead India's economic, industrial, professional. political, academic 
and social life. Even though English is primarily a second language for these persons, 
it is the medium in which a great number of interactions in the above- mentioned 
domains are carried out. Having such important information moving in English 
conduits is often not appreciated by Indians who do not speak it, but they are 
relatively powerless to change it. Its inertia is such that it cannot be easily given up. 
This is particularly true in South India, where English serves as a universal language 
in the way that Hindi does in North India. Despite being a three percent minority, the 
English- speaking population in India is quite large. With India's massive population, 
that three percent puts India among the top four countries in the world with the 
highest number of English speakers. English confers niany advantages to the 
influential people who speak it, which has allowed it to retain its prominence despite 
the strong opposition to English which rises periodically. 
Inspite of the English in several domains, Indians feel difficulty in its use 
Certain aspects of English grammar seems problematic to them such as the use of 
definite articles, correct use of tenses. and the choice of appropriate prepositions in a 
context. In view of these problems, we have decided to look into the use of 
prepositions in Indian English in this work. 
Prepositions are short words (for example rm, in. to) of functional category 
that usually precede nouns and noun phrases (VPs) including gerunds. Even advanced 
learners of English as a second/foreign language. find prepositions difficult to handle 
as one to one translation is usually not possible. One preposition in English may have 
more than one translation in a native language depending on the context. There are 
hardly any rules as to when to use which preposition. The only way to learn their 
usage is to look them up in a dictionary, or reference grammar. 
In grammar. a preposition is a part of speech that introduces a prepositional 
phrase(PP) and a PP is a combination of a preposition and an NP For example. in the 
sentence "7he cut sleeps on the soli!". the word "on" is a preposition. introducing the 
prepositional phrase "on the so/a". 
A preposition indicates a relation between the NP and the verb mentioned in a 
sentence. Stylisticians ask us not to use a preposition at the end of a sentence in order 
to avoid awkward phrasing. I lowever, \Vinston Churchill said, "This is a rule with 
which we should not put up." 
In English. some of the most frequently used prepositions are of, to. in. for, 
with, at, and on, and some other prepositions are beneath, hetween. uncle,•, above, 
below. upon, atop. into, onto, within. without, or across. Verb medial (SVO) 
languages have prepositions but verb final (SOV) languages have postpositions (PoP). 
A postposition serves the same purpose in a verb final (SOV) language as a PP 
does in SVO languages. In many languages (e.g. Urdu-Hindi. Turkish, and Japanese), 
the words that serve the role of prepositions cone after. not before, the noun phrase. 
That is why the are called postpositions. 
1.2 	Problem of the Stud's• 
Native-like proficiency in a foreign language requires a long period of' 
practice. In fact, the number of hours required to master a foreign language is more 
than the hours required to master one's mother tongue. In the process of learning a 
foreign second language. the learner faces many difficulties at the levels of - 
phonology, syntax, lexis and semantics. In syntax. learning the proper use of a 
preposition is crucial to construct a \yell -formed sentence. Moreover, the learner may 
also notice that the linguistic structure of the second t'oreign language (I,2) differs to 
some extent from that of the mother tongue (L I ). 
When Urdu speakers learn Fnglish as a second language, they encounter many 
problems. especially in the use of preposition. They affect students' performance itl 
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English. As students play a passive role in the learning process and are not given a 
chance to build up their confidence through listening. speaking, reading and writing, 
they are handicapped; in addition, the old methods of teaching are, still in vogue in 
schools. For example, the old grammar-translation method is still favored by most 
English language teachers in Urdu-Speaking areas. Thus, tcacbers emphasize 
translations of prepositions into Urdu and Urdu postpositions into English rather than 
help students develop their communicative competence in English through practice. 
This encourages the students to rely on the mother tongue, even at advanced levels of 
learning English. A further factor that affects English language teaching and learning 
at Aligarh is the quality of teaching materials available here. 
A natural starting point for improving the quality of a second/foreign language 
learning/teaching is a systematic analysis of students' errors in three major 
components of the target language: phonology, morphology and syntax. This study 
Ibcuses on a specific part of one of these areas, (i.c syntax) namely, errors in the use 
of prepositions. As the use of postpositions in Urdu may differ from the use of its 
equivalent prepositions in English, the learners of English as a second language (ESL) 
may omit certain prepositions, select improper prepositions or add prepositions where 
it is not added in English simply because a postpusilion is required in their first 
language, e.g. .Urdu. For instance, in Urdu we can say, urmne ye kita:b dekhi: or mcene 
is kita:b ko dekha: for which there is only one possible equivalent in English '1 smv 
this book', we may note that the NP `this book' is not preceded by a preposition but 
is kita:b' ` this book' is followed by a postposition 'ko to'. Because of these 
differences, an Urdu- Speaker may say '1 saw to this book adding the preposition 'to' 
before'rhis hook'. 
The present study has a limited scope. We propose to discuss the errors made in 
English by Urdu -speaking students of English at Aligarh Muslim University, with a 
view to finding out the following: 
1. where they occur, 
2. how they occur, and 
3. why they occur, 
The problem that we want to study can be outlined in the form of following questions-: 
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a) To what extent does a speaker of Urdu misuse prepositions in English? 
b) Is it because a particular preposition has more than one equivalent in Urdu? 
For instance in for him' Jbr means kevaste whereas in for five years' for 
means ke liye 
c) Is it the case that instead of two prepositions there is only one post position in 
Urdu? For instance, is it the case that instead of using on ' the Urdu speakers 
use at" more frequently simply because Urdu has only par for both of them? 
d) Is it also the case that in some instances English needs a preposition but its 
Urdu equivalent needs no postposition? Or Urdu needs a postposition but its 
English equivalent needs no preposition? 
1 .3 	Objective of the Study 
Ihe main objective of the study is to examine certain problems that Urdu 
speakers face in using English Prepositions. Its results Can be used by Urdu speakers 
if they are familiar with the problems. If the learners/teachers know that it is due to 
the mother tongue, measures can be taken to minimize them 
In order to meet the objective, we want to study errors made by Urdu speakers in 
the usage of English Prepositions at Aligarh Muslim University, The samples are 
collected from both males and females, in order to rind out if there is any significant 
difference in the errors between students of group one (i.e. Males) and group two (i_e. 
females). We also hope to find out the sources of the errors and discover explanations 
for them. 
As we have mentioned earlier, the Urdu speakers of English even in the 
department of English, Faculty of Arts, encounter serious difficulties in the use of 
English Preposition. These difficulties are reflected in their errors of various types 
which cannot be attributed only to the learners' mother tongue interference. l.e. Urdu. 
We believe that a careful study of the difficulties that undergraduate Indian students 
encounter in the use of such aspects of English will lead us to other sources and will 
help us in proposing some solutions. 
The purpose of this study, therefore, is fourfold: one, to make an analysis of the 
errors made in the use of English Prepositions; two, to test the validity of the 
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assumptions of contrastive analysis in making prediction about the performance of 
Urdu-speaking students on the basis of the test conducted by them; three, to determine 
the role of error analysis and four, to provide the possible explanations for the causes 
of these errors. 
The objectives of the study can be rephrased in the following manner: 
1. To make a comparative analysis of the prepositional errors committed by male 
and female undergraduate students of the Department of English in A.M.0 
Aligarh. 
2. To test the validity of the assumptions of contrastive analysis in making the 
prediction about the performance of Urdu- speaking students on the basis of 
the test conducted on them. 
3. To find out if there is any significant difference in the rate of errors between 
male and female students. . 
4. To find out the sources and causes of errors. 
1.4 	Significance of the Study 
This study can be significant to the Urdu speakers learning English as L2 by 
highlighting their difficulties caused mainly due to the mother tongue interference so 
that they can be minimized. 
In addition, this study may also provide useful information for language 
planners, textbooks writers and syllabus designers preparing teaching materials for 
Urdu speakers learning English. This aspect of the study is particularly important 
because textbook writers and syllabus designers for Urdu speakers often tend to 
neglect the difficulties that students encounter in learning English and hence. fail to 
incorporate these aspects into the teaching materials. 
This study will cover only the most problematic areas that Urdu speakers 
encounter while learning English Prepositions. It involves the identification of their 
difficulties in the use of the English Prepositions; however, it also goes beyond the 
identification and provides possible explanations for the errors. 
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This study makes a serious attempt to get a better understanding of such 
difficulties which continually encounter these learners. It is important to do so since it 
provides valuable information to the ESI. teachers of English as a second language in 
genezal and to Urdu-knowing Indian students in particular. This study also hopes to 
add to the source of knowledge for frames of language syllabus. Finally, the results of 
this study may also help the Urdu-speaking people learning English. 
1.5 	Our Hypotheses 
As indicated earlier, this study is designed to test the following hypotheses 
(1) 	Undergraduate Urdu speakers of English may use inappropriate prepositions if 
their exact equivalent postpositions are not available in their mother tongue. 
(2 	They may not use an English preposition if its equivalents is not required in 
their mother tongue. 
(3) They may add English prepositions if its equivalents are required in their 
mother tongue. 
(4) Some errors may be attributed to intra-lingual and developmental interference. 
1.6 	Limitations of the Study 
While conducting this study, we faced some limitations as well. 
First, the subjects of this study. i.c, our informants, were limited to male aid female 
undergraduate students only of the Department of English at A.M.0 Aligarh. We 
could not include students from other departments as they were unavailable due to 
their examinations. 
Secondly, they were from two different institutions female students belonged 
to the Women's Colleges of the university while males studied in the University's 
main department. Since they carne from two different institutions, they were slightly 
different in their language skills, level of understanding, and fluency level in the 
English language etc. This might have resulted in producing varying responses to our 
queries resulting in limitations for generalization of results. Thirdly, the test was 
designed to highlight only the errors due to wrong selection of prepositions or their 
omission or overuse without attempting to know the causes or reasons for them. 
Lastly, the samples have been collected only from 100 undergraduate students' 
(males and females) in the Department of English in the faculty of Arts and 
Women's College in A.M.0 Aligarh during the academic year 2010/2011 This may 
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be a very small group for making a study of this magnitude and diversities involved. 
Because of these limitations, our results may or may not be true representation of the 
situation. 
1.7 	Organization of the work 
This dissertation has been divided into live chapters. 
Chapter one has introduced the topic of this research and has pointed out why 
this work has been undertaken. It also explains how this work is going to be 
developed. 
Chapter two will make a review of the available literature with a view to 
explaining what methodological options are available and which of them we are going 
to use and why. 
Chapter three will present a contrastive analysis of some selected 
prepositions in English and postpositions in Urdu with a view to finding out which 
English prepositions can be used as equivalent of which postpositions in Urdu. It will 
highlight the areas where there is no one to one equivalent. 
Chapter four will provide an analysis of the errors made by our informants 
from whom relevant data on errors in the use of prepositions in English has been 
collected. 
Chapter five will compare the conclusions of the preceding chapters. It will 
point out the extent to which the results of error analysis match with or differ from the 
results of contrastive analysis. It will comprise the summary and conclusions of the 
study. 
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REVIEW OF LITERATURE 
2.1. 	Introduction 
This chapter presents a review of literature in the three areas of second 
language research, namely. Contrastive Analysis. Error Analysis (including 
classification of errors suggested by applied linguistics), and Inter-language. It also 
includes a theoretical discussion on Contrastive Analysis, and its drawbacks. Error 
Analysis, and a discussion on. inter-lingual errors, sources of errors, their 
significance, and learning strategies have also been discussed together with its 
drawbacks. It is followed by a discussion on idiosyncratic dialect and approximate 
systems. The factors influencing L2 learner's systems and problems involving transfer 
have also been discussed. 
2.2 	Contrastive Analysis 
Contrastive Analysis is the process by which the mother tongue and the target 
language are compared in order to identify the differences and the similarities 
between them. This process is designed to predict the areas of difficulties the learner 
of the target language generally faces. The assumption is that the similarities will 
facilitate learning while the differences will cause difficulties in learning L2 
(Lado.1957 ). 
Contrastive :\nal\si '\as first de% eloped by Fries (1945). With the publication 
of Lado's hook Linguistics Across Cultures in 1957. it emerged as a theory of 
pedagogical significance in the field of second language teaching. CA is based on the 
behaviorist theory of learning in psycholinguistics and the structural approach to 
linguistics. The advocates of CA state: 
The most efficient materials are t11C)Se.' t/iUt are based 111)O11 Cl SUIef1tlflC' 
description of the language to be learned. carefullt compared it itli et parallel 
GCserU7tuot of tjic native language of the learner. (Fries. 1945:9) 
U e assume that the student who Comes in contact 11 ith foreign language will 
~UT(1 some feuturr'eS of it quite east' Uli[l others extreine1)' difficult. Those 
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elements 1h[!! are similar to his native language It -ill he simple far him and 
those elements that are di//rent tit ill be clil/icult. (Lcrclo. 193': ?) 
... i~ hat the student has to learn equals the siren of ilhe c!itferenc•es established 
by the contrastive anal}'sis. 	(Dunat y. Trager. & Irudddle. 1966:3 ": cited in 
Behout. 19T'4:8) 
In short. CA is the description of a native language and the target language 
and a comparison of these descriptions, which results in various statements about 
similarities and differences between the two languages (Fries 1945). CA can be 
utilized to aid in second language acquisition. Lee (1968) anchored this assumption in 
five basic suppositions. some of which are questionable in regard to their application 
in the fields of theoretical and applied linguistics. Tile five premises are as follows: 
1. The major reason. perhaps the only reason, for errors made ill the target 
language by the students is interference (where the two languages are 
different) caused by the native language. 
2. 1 he differences between the two languages bring about this interference. 
>. 	A direct correlation exists between the degree of difference and the degree of 
difficulty involved. 
4. By contrasting two languages to discover those areas of greatest difference. 
prediction of areas. which will cause the students the most difficulty, is 
possible. 
5. The students are to be taught the differences between the two languages 
because the similarities are already known to them but the differences involve 
a simple transference from the nati\ e language to the target language. 
From the early 1940's to the 1960's teachers of foreign languages were rather 
optimistic about their language teaching problems as they approached them 
scientifically by the use of methods derived from structural linguistics. Essentially. 
the aim of structural linguistics was to characterize the syntactic structure of sentences 
in term of their grammatical categories and surface arrangements. Fries was explicit 
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about the implications of the approach of CA and claimed that "the most effective 
materials are those that are based upon a scientific description of' the language 
learned, carefully compared with a parallel description of the native language of the 
learner" (Fries, 1945.1972:9). Lado, another ardent supporter of this approach. (i.e, 
Linguistics Across Cultures) (1957:9) says: 
"The plan of the book rests on the assumplion that ive can 
predict and describe the putlerns thu! it'ill cause difficult'  in 
learning and those that will not cause cij6rulzv. hl comparing 
syste,naticallt' the 1uiis,Jtrcrce and culture to be learned with the 
native lunguuage and culture of the student 
Claims like those of Fries' and Lado were reinforced by informal observations 
of learner's systematic errors which seemed to reflect the structure of their native 
language. Though most of' the errors were phonological in nature, others clearly 
occurred at the syntactic and morphological levels. From this, it appeared that 
difficulties of foreign language learners could be predicted irom the differences 
evident in the structures of the two languages. It was this comparative approach which 
came to be known as Contrastive Analysis. 
CA borrowed principles from the field of the psychology of learning such as 
imitation. reinforcement. habit formation, and positive and negative transfer. and 
incorporated them into its framework. This approach presupposed that language 
development consisted of the acquisition of a set habit, and so errors in the second 
language were regarded as the result of the first language habits interfering during the 
acquisition of a set of new habits, and so errors in the second language. 
Until late 60's. the prominent theory regarding the issue of' second language 
learning was behavioristic, which suggested that the learning 	as largely a question 
of acquiring a set of new language habits. Thereture, errors were considered as being 
the result of' the persistence of existing, mother tongue habits in acquiring the new 
language. Consequently. this idea made the researches of applied linguistics devote 
their studies largely to the comparison of the native and the target languages in order 
to make predictions. and often explanations. about errors. I-Iowever. errors that were 
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not explained in this way were underestimated. As a result, all errors whatever their 
origins, were dealt with the same technique of further drilling and exercise 
Horn (1980:205) defines CA as "one in which the similarities and differences 
between two (or more) languages at a particular level are explicated in the context of 
a chosen theoretical framework". In this connection, Verma and N, Krishnaswamy 
(1989) claim that when a learner starts learning a second language, there is a 'clash' 
between the system of the first language and that of the second and when one 
language system becomes more or less a habit, the learning of a second language 
becomes rather difficult. According to them, contrastive studies may be useful in 
discovering a universal language, studying problems in translation, studying language 
types, etc. 
Powell, (1980) argues that the basic concept behind CA was that a structural 
'picture' of any one language could he constructed which might then be used in the 
direct comparison with the structural 'picture of another language. Through a process 
of mapping' one system onto another, similarities and differences could be identified. 
Identifying the differences would lead to a better understanding of the potential 
problems that a learner of the particular L2 would face. However, Corder (1973:30) 
who is one of the most prominent opponents of CA, states: 
We must nevertheless assume that taken over- all, the time needed to learn 
second language reflects the degree of diJJerences there is between it and the 
mother tongue 
Fries (1945.) Lado (1957), Mackey (1965), Duskova (1969), James (1980), 
and others maintain that second language learners not only have difficulties in 
learning and using the target language due to mother tongue interference but also have 
difficulties in performing in the target language due to their inter language system 
fossilization. 
The above mentioned authors do not make any direct claim in their studies as 
to what position they take in terms of either strong or weak versions of the CA 
hypothesis. Although this is inferential, Lado (1957) and Fries (1945) take a strong 
position when they maintain that by comparing and contrasting two languages, one 
12 
will be able to predict specifically where second language learners will have learning 
difficulties. Lado (1957), Stockwell (etal., 1965), Duskova (1969), Selinker (1979) 
and Ferguson (1968), maintain that contrastive analysis studies performed during the 
1950s and 1960s attribute all sorts of difficulties encountered by second language 
learners to mother tongue interference. 
Ferguson (1968) has a strong faith in CA not only as a pedagogic tool but as 
an important tool for linguistic studies. His view of contrastive analysis lies in his 
broad universalistic view of language. He maintains that CA is fundamental for 
performing linguistic studies in order to attempt to discover the deeper relationships 
that languages share and not just the superficial similarities. (Ferguson, 1968:234). 
Fries (1945:9) gives a very strong statement about the CA hypothesis and it 
was he who firmly established contrastive linguistic analysis as an integral component 
of the methodology of foreign language teaching. 
He remarks: 
"The most efjective materials (for foreign language reaching) are based upon 
a scientific description of the language to he learned care- idly compared with a 
parallel description of the native language of the learner. 
Nickel (1971:15) says that "Both teacher and the author require a knowledge 
ofcontrastive grammar in order to predict, explain, correct and elinninare errors due 
to interference between source and target language." 
Valdman (1966:27) points out the following goals of CA studies: 
The sole cause oC difficulty and error in foreign language leaning is 
interference coming from the learners. 
2. The difficulties are mainly due to the differences between the two languages. 
3. The greater these difficulties arc, the more acute the learning difficulties will 
be. 
4. A comparison between the two languages is needed to predict the difficulties 
and errors, which will occur in learning the foreign language. 
5. The differences established by the CA are what the student has to learn. 
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2.2.1 Drawbacks of Contrastive Analysis 
In spite of the initial enthusiasm shown for CA. its value has been questioned 
by sex eral scholars working in applied linguistics. Johansson (1973:77), for example, 
observes: 
1. CA is not necessary since teachers are interested in knowing ditticulties rather 
than theoretical predictions: 
2. The requirements of CA have not been adequately met. It provides no formal 
way of determining which elements of one language are to be compared with 
those of the other: and, 
3. CA cannot account for everything within its domain since it cannot formally 
indicate which of these differences will lead to difficulties and which will not. 
L'psher (1962:123) does not feel that CA is the ideal approach in language 
learning. He states: 
Herein lays a dilemma, a logical inconsistency in the contrastive analysis 
hypothesis. As the student begins to learn the new language, his linguistic habit 
structure chances. and it is this altered habit structure which will determine the 
amount and locus of negative transfer in subsequent learning. After any small 
increment of learning, the student is no longer the pure native speaker assumed by the 
contrastive analysis of the native and target languages. All of what he has learned will 
have facilitation or interference effects upon what has not yet been taught. 
Gradnlan (1973) points out that CA is only able to predict some of the errors 
students will make. not all of the errors. If CA was a solid approach, it would be 
capable of predicting all or any errors which would be made and avoid the predictions 
of any errors which actually are not made. This clearly is not the case. Interference is 
not enough the problem of poor teaching. false analogy, and poor materials must also 
be taken into consideration. (cited in Mohammad Farhat Nlehdi.1981:21-22.Published 
thesis.The University of Texas at Austin, "The interference of Arabic In The Use Of 
English Prepositions") 
Sciarone (1970:117) criticizes the CA approach by saying 
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' the idea that difficulties  of a foreign language can be predicted implies 
the supposition that corresponding su-rmtures are easy, and structures that 
differ, difficult. This supposition should be rejected on the ground of being too 
simplistic. " 
Hamp (1968) suggests that it is a mistake to pretend that CA is a physical 
science and is able to predict totally the errors that will be made as well as the exact 
reason for them being made. If the errors are committed, it is possible to look for the 
causes, but it is not possible to say with absolute certainty which ones will occur and 
when they will occur. (Cited in Mohammad Farhat Mehdi,198122, Published thesis, 
The University of Texas at Austin, "The Interference of Arabic in the Use of English 
Prepositions") 
Parasher (1978:89-90) criticizes the idea of CA and transfer for several 
reasons. These reasons are as follows 
1. Contrastive studies focus mainly on differences between LI and L2 and ignore 
many other factors which affect the second language learner's performance, 
e.g., his learning strategies, training procedures, over-generalization of target 
language rules. 
2. Not all difficulties and errors can be traced back to the influence of the mother 
tongue and consequently other explanations must be sought. 
3. Some of the difficulties predicted by the contrastivist did not in fact pose any 
problems to the learners. 
4. The basis of the CA— The theory of interference- has been questioned. 
5. The objectivity of CA methodology is questionable. The linguist's 
performance of a model of description often leads to different outputs 
presenting different predictions. 
6. Most contrastive studies deal with theoretical problems like validation of the 
notion of linguistic universals and not with pedagogical problems. So much 
so, a distinction has begun to be made between theoretical and applied 
contrastive linguistics in recent literature (Jackson, 1976). 
7. Recent contrastive studies are too technical to be of any use to most teachers 
of English as a second language. Mackey (1996:201) states: "Most of the 
available differential descriptions are as superficial and incomplete as to be 
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misleading."(cited in the project made by Yemini students, 2006-8:19-20, 
LINGUISTIC ANALYSIS OF THE PREPOSITIONAL ERRORS) 
2.3 	Error Analysis (EA) 
Error Analysis (FA) is an approach for understanding Second Language 
Acquisition (SLA) which consists of compiling corpus of L2 learner's deviation from 
the target language norms. The errors learners make, classifying these errors by type 
and hypothesizing possible sources of the errors. 
In the history of SLA research, error analysis was a phase of enquiry which 
followed the approach based on contrastive analysis. 
The term "Error Analysis" is used to describe the errors generated by learners 
or speakers of a second foreign language. The purpose of this analysis is to identify 
the common difficulties a learner faces in learning a language, the strategies used by 
him and the causes of the errors that occur. It is believed that errors committed by 
learners reflect the universal learning strategies. Richards et.nl (1985:96) state that 
Error Analysis is the study of errors made by the second and foreign language 
learners. It may be carried out in order to find out: 
1. How well someone knows a language and; 
2. How a person learns a language. 
Error Analysis used to obtain information or common difficulties in language 
learning, as an aid in teaching or in the preparation of teaching materials. This 
definition stresses the function of Error Analysis. 
Another concept of Error Analysis is given by Brown (19S0:166). He defined 
it as the process to observe, analyze and classify the deviations of the rules of the 
second language and then to reveal the systems operated by learners. 
According to Crystal (1987x) "Error Analysis is a technique for identifying, 
classifying and systematically interpreting the unacceptable forms produced by 
someone learning a foreign language, using any of the principles and procedures 
provided by linguistics". The three definitions classify that Error Analysis is an 
activity to identify, classify and interpreted or describe the errors made by someone in 
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speaking or in writing and it is carried out to obtain information on common 
difficulties faced by the speaker or writer. 
Lrror Analysis is a technique developed during 1960s and 1970s after the 
pioneering work by S. Corder(1967). lie suggested that a better understanding of 
language learning would come from a systematic investigation of learners' errors. He 
argued that it would help us in various ways to understand the natural sequence in 
learning L2. Error Analysis is also linked to inter-language. It is based on the analysis 
or the speech or writing of the learners after collecting and identifying their "errors," 
classifying the data and explaining their reasons. According to S. Pit Corder: "a 
learners error is significant in that he provides ev idence how language is required." 
It helps in various ways in the teaching/ learning process b~- 
• Pointing towards the problems of L2, 
• Means of collecting the teaching materials. 
• Reading the process of L2 acquisition, and. finally, a link to inter-
related languages. 
• Error Analysis serves many purposes but most important of them is to 
point towards the learning problems. 
As mentioned earlier, Error Analysis was established in the 1 960's by Stephen 
Pit Corder and his colleagues as an alternative to contrastive analysis. It showed that 
contrastive analysis was unable to predict great majority of errors, although it's more 
valuable aspects have been the focus on language transfer. One of the key findings of 
Error Analysis has been that many learner errors are produced by learners mainly due 
to inference. It emphasized the significance of errors in learners' influence system 
which may be carried out directly for pedagogic purposes. 
I low ever, with the publication ofCorder's influential paper, "The Significance 
of the Learner's Errors" in 1967. Error Analysis emerged as a theory and method of 
importance to both language pedagogy and the study of language learning. 
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Richards (1 971 a: 12). states "the field of error analysis may be defined as dealing with 
the differences between the way people learning a language speak. and the way adult 
native speakers of the language use the language" 
Brown (1980) posits a distinction between EA and CA. In the following 
swords: 
Error Fmultsrs became distinguished from co/lrxcslive' afrultaih hl its 
examination of errors attributable to all possible source.~. no! just those which 
result 'rofl1 negative trans/cr of the native language... errors--ol'ert 
mun,festatlons of learners' systems-arise ,front several possible general 
sources: inter-lfI1g!lQf errors of interference from the native language. intro-
lingual errors with the target language... (P. 166 cited in Al-sindy, 1994:17). 
Error Analysis, demonstrates that learner errors were not only because of the 
learner's native language but also because they reflected some universal learning 
strategies. It deals with the learner's performance in terms of the cognitive processes 
they make use of its recognizing or coding, the input partially as a residue from the 
target language. Therefore, a primary focus of Error Analysis is on the evidence that 
learner's errors provide \\ ith an understanding of the underlying process of second 
language acquisition. 
Keshavaras (1997) suggests that the field of Error Analysis can he divided into 
two branches. 
i. Theoretical analysis of errors 
ii. Applied analysis of errors 
Theoretical analysis of errors concerns primarily the process and strategies of 
language learning and its similarities with first language acquisition. In other words, it 
tries to investigate what is going on in the minds of language learners. Secondly, it 
tries to decode the strategies of learners such as over-generalization and 
simplification, and thircily, to go to a conclusion that looks at the universals of 
language learning process. The theoretical aspect of the use of Error Analysis. as 
Corder (1973) claims, is the job of applied linguists who understand what is 
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happening when the learners learn the language. The application of a scientific 
discipline to the solution of practical problems provides feedback to a theory. The 
application provides confirmation or rejection of a theory. The psycholinguists claim 
that the nature of the mother tongue facilitates or makes difficult the learning of 
certain aspects of second language. According to CA, by comparing the two 
languages. certain features of I.2 are identified as different from those of the mother 
tongue. which are predicted to be difficult for the learners. Thus, the psycholinguistic 
theory of "transfer" may be confirmed or rejected through the study of errors, which 
is part of an 'experiment.' EEL researchers regard Error Analysis to be a more 
developed research paradigm because it deals with the second language learners real 
production of language. 
Applied Error Analysis. on the other hand, is concerned with the organization 
of remedial courses, and designing of appropriate materials and teaching strategies 
based on the findings of theoretical Error Analysis. 
According to Sridhar (1976:258-281) the goals of Applied Error Analysis are: 
1. Determining the sequence of the presentation of target language items in 
textbooks and classroom, with the difficult items following the easier ones. 
2. Deciding the relative degree of emphasis, explanation, and practice 
required in putting across various items in the target language: 
3. Devising remedial lessons and exercises; and finally; 
4. Selecting items for testing the learner's proficiency. 
Whereas CA looked at only the learner's native language and the target 
language (i.e. fully- formed languages). LA provided a methodology for investigating 
learner's language. For this reason, LA constitutes an appropriate starting point for the 
stud\, of the learner's language and L2 acquisition. According to Ellis. EA constituted 
the first serious attempt to investigate learners of language in order to discover how 
learners acquire L2. It helped, therefore to support the claims made by Dulav and 
Burt(1980) and others, regarding the 'creativeness' of much learner language. Corder 
(1981:35). claims that LA is an experimental technique: 
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That Error :lnal. sib con/irnm.s or disproves the prediction of the theory lying 
behind bilingual comparison. In this sense E.4 is an e'.Y1Jer1tMei1tqI technique 
for validating the theorj oftransleir. Butt EA goes beyond this: it aims at telling 
us something about the psycholinguistic process of language learning. We 
hope to he able to draw certain conclusions about the strategies adopted by 
the learner in the process of learning. In this sense, error analYs1.c is part 0/ 
the methodology' of the psycholinguistic investigation of language. 
2.3.1 Definition of Errors 
Various definitions of error have been presented by experts. Basically they 
convey the same idea: the difference lies only in the ways they' IOr111Ulate them. That 
is ,%hy we have chosen only two definitions of error. These two definitions are 
adequate to reveal the point. They are: 
1. Error is a systematic deviation, when a learner has not learnt and consistently 
gets it wrong'. (Norrish. 1983/1987) 
2. Errors are systematic deviations from the norms of the language being learned. 
ICunningworth, 1987). 
The presence of errors indicates the student's inability to use appropriate 
grammatical structures, semantic items and other linguistic units. It typically happens 
while one is acquiring another language at a particular stage of learning, and its 
eradication lies in the development of control over language elements. At first. 
especially in the fifties and early sixties. errors were looked upon as evils which 
hindered the learning process and which had to be eradicated. From the sixties to the 
seventies, however, there was gradual but definite change in the attitude of language 
teaching specialists towards errors. The current view suggests that errors should not 
be looked upon as problems to be overcome, but rather as normal and inheritable, 
strategies that language learner uses and should be used to highlight what needs to be 
learnt. 
Researchers have reached the conclusion that errors are an essential part of the 
learning process, that they show evidence of a system and are not random as is 
generally believed. 
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With the change in attitude towards error. the emphasis of error analysis also 
underwent modification. L ntil the sixties: the main focus of the analysis as on the 
actual error that is the •product'. Now the emphasis has shifted from the product to the 
processes behind it. This shift from 'product'to'processes is significant. 
An error is a breach of the language codes resulting in an unacceptable 
utterance. With L2 learners this might occur because they have not learned 
completely the rules of the code. To the contrary of an illusion, an error can 
sometimes he dispelled through knowledge knowing that one is looking at a mirage 
and not at real but its water does not make the mirage disappear. An error is not 
always something that can he easily spotted. It can vary in magnitude or nature. It can 
cover a phoneme. a morpheme, a word, a phrase, a clause, a sentence or even a 
paragraph. 
2.3.2 Classification of Errors 
Richards (1971:6) proposes a two-way classification oferrors: 
I Inter-lingual errors: which refer to the errors resulting from mother tongue 
interference. 
2. Intro-lingual error: which refer to the errors resulting from factors other than 
mother tongue interference, like overgeneralization, simplification, etc. 
2.3.2.1 Inter-lingual Errors 
As stated earlier, according to the notion of CA. the major source of errors in 
the second language learners' performance is directly attributed to the interference 
from the learners mother tongue. According to Corder (1992). the term 
"interference" is often used to refer to the presence of some features of the learner's 
mother tongue in his performance in the target language which are incorrect according 
to the rules of the target language. However. Corder objects to the use of the term 
"interference". He states: "this usage carries no sense of an inhibiting process at work 
as a proper use of the term should, and I believe, it should be abandoned" (p. 20). I-ie 
also objects to the term "transfer". In this connection he states: 
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The term 1ransfer " is ii7Uppropriote . fr reference to the phenomenon. .sincC' 
nothing is being trans ferred  from )1 anvwhe1-e to anywhere. if 'hat is happening is 
that the speaker is using certain aspects of his mother tongue to express his 
meaning because his inter-/wiguage lacks the means to do it (p: 26) 
Previously. Sapir (1927) had noted the existence of mutual influence between 
languages. whereas Bloomfield (1933) used the expression "borrowing." \Velnrelch 
(1953:1) refers to this phenomenon as "those instances of deviation from the norms of 
either language which occur in the speech of bilinguals as a result of familiarity with 
more than one language i.e. as a result of language contact." IIe relers to it as 
interference phenomena. 
Tarone( 1977) puts transfer into three types: 
1. Negative transfer refers to a situation in which the learner's attempt to use 
inappropriate sound patterns and elements of the mother tongue in place of the 
patterns of the target language. 
2. Positive transfer refers to the situation where the learners do not face any 
difficulty in producing an item which is common to the native and target 
languages. 
3. Divergent negative transfer is another type of situation %\-here the second 
language learners perceive the target language elements as most difficult. It 
takes place in the case of the purely non- cognate situation. 
Lou (1983. cited by Ellis. 1994:59) distinguishes three categories of transfer errors: 
1. 'aver-extension of analogy' occurs when the learner misuses an item because 
it shares features with an item in the L I 
2. 'Transfer of structure' arises ,,.,hen the learner utilizes some 1.1 features 
(phonological, lexical, grammatical. or pragmatic) rather than that ot'the target 
language. This is .%,hat is generally understood as 'transfer' 
3. 'Inter-lingual Intro-lingual errors' arise when a particular distinction does not 
exist in the L I . 
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Ellis (1994), however, claims that transfer errors are more common at the 
phonological and lexical levels of language than at the grammatical level. (Grauberg 
(1971, cited in Ellis, 1994. 62) found that interference accounted for 25% of the 
lexical errors produced by adult German learners of L2 English, 10% of their 
.syntactic errors, and none of their morphological errors. Several scholars have 
recognized the interference of learners' mother tongue in learning a second language 
which manifests itself in the form of inter-lingual errors. Chan (1975) in his study of 
English speakers learning Spanish as a second language found 51% inter-lingual 
errors. George (1972), Dulay and Burt (1972), and Nickel (1981) found 80% of errors 
caused by interference from the mother tongue. 
[ntcrlingual errors, errors which are clearly attributable to first language 
influence, are other types of errors. Inter-lingual errors result from faulty or partial 
learning of the target language rather than language transfer. They may be caused by 
the influence of one target language item against another. For example, the learner's 
attempt to use two tense markers at the same time in one sentence shows that they 
have not mastered the language yet. For instance, when they say: "He is conies here" 
it is the singularity of the third person required "is" in present continuous, and "s" at 
the end of a verb in simple present tense. In short, inter-lingual errors occur as a result 
of learners' attempt to build up concepts and hypotheses about the target language 
from their limited experience with them. Learners may commit errors due to this 
reason in many ways as in the following examples: 
I. He made me to smile. 
2. 1 want learning English. 
3. The meat smells freshly. 
4. Doctors always give us good advices. 
5. 1 don't know why he went. 
Inter-lingual % Transfer errors: Errors occur when the learner's i.I habits 
(with reference to patterns, system or rules) interfere or prevent him/her to some 
extent, from acquiring the patterns and rules of the second language (Corder]971). 
Inter-lingual transfer is a significant source of language learners. The Dictionary of 
Language Teacfung and Applied Linguistics (1992) defines inter-lingual errors as 
being the result of [anguage transfer, which is caused by the learner's first language. 
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However, this should not be confused with behaviouristic approach of language 
transfer. Error analysis does not regard them as the persistence of old habits, but 
rather as signs that the learners is internalizing and investigating the system of the 
new language. 
2.3.2.2 lntra-lingual Errors 
These errors are caused by the target language ('tfL) itself Apart from 
resorting to LI transfer, the learners make such mistakes due to the ignorance of an 
item in TL. '[hey do either of the two things: they set about learning the needed item, 
engaging their learning strategies. or they try to fill the gap by resorting to 
communication strategies. Learning strategies are used for code breaking while 
communication strategies involve encoding and decoding strategies. Both types of 
strategy can be the source of error. According to Richards (1974;6) 'Intra-lingual 
errors' are 'items produced by the learner which reflect not the structure of mother 
tongue but generalization based on partial exposure to the target language. The 
second language, in this case, tries to derive the rules based on the data to which he 
has been exposed. and develops hypotheses that correspond neither to the mother 
tongue nor to the target language. 
Intra-lingual: 
a. Learning strategy-based errors'. 
I. False analogy 
ii. Wrong analysis 
iii. Incomplete rule application 
iv. Exploiting redundancy 
v. Overlooking co-occurrence restrictions 
vi. Hypercorrection (monitor overuse) 
vii. Overgeneralization or system simplification 
b. Communication strategy-based errors: 
i. Holistic strategics: e.g. approximation, language switch. 
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ii Analytic strategies: circumlocution (expressing the concept indirectly, by 
allusion rather than by direct reference). 
George (1972) divides errors into two large categories: those due to the 
"perception of redundancy" and those due to interference. Redundancy covers 
principally errors characterized by omission, failure to make distinctions and certain 
types of analogy. The use of interference covers both interference from the mother 
tongue and interference from the second/foreign language. 
Dulay and Burt (1974), with a special interest as to whether or not a second language 
is learned by a child similarly to his learning of the first language, have classified 
errors as interference-like, LI developmental, ambiguous and unique (novel) 
utterances. 
Two common factors appear in all of these categorizations of errors: 
(l) The first language interference could be the source of some errors but not 
always the rnajor, not to mention the only source, and (2) the learner takes an active 
part in the acquisition process, with many of his errors serving as evidence of his role 
as a hypothesis tester. Corder's main contribution to EA has been to promote the 
study of errors not for diagnostic purposes alone, but also as a means of determining 
the language learning strategies of the second language learner and of comparing 
them with those of the first language learner. He suggested that the errors of the 
learner and the learner himself should determine the type of language input he should 
receive rather than being determined by the teachers, material- writers and linguists. 
2.3.3 Sources of Errors 
There are three terms which overlap one another. These terms are `sources of 
crror`(Brown, 1980:173). `types vi error' (Richards, 1973:173) and 'causes of error' 
(Norrish 1983). To have a clear understanding, we offer the following explanation. 
2.3.3.1 Sources of Error 
Brown (1980:173-181) considers inter-lingual transfer, as the main source of 
errors. It is the negative influence of the mother tongue of learner. Intra-lingual 
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transfer is the negative transfer of items within the target language, in other words, the 
incorrect generalization of rules within the target language. 
2.3.3.2 The context of learning may overlap both types of transfer: the classroom 
with its teacher and its material in the case of school learning or the social situation in 
the case of untutored second language learning. in classroom content, the teacher or 
the textbook can lead the learners to make wrong generalization about the language. 
2.3.3.3 Communication strategies are the conscious employment of verbal 
mechanism for communicating an idea when linguistic forms are not easily available 
to the learner for some reason. There are five main communication strategies: 
a) Avoidance: 
Avoidance can be broken down into several sub-categories, and thus, 
distinguished from other types of strategies. The most common type of avoidance 
strategy is syntactic or lexical avoidance within a semantic category. When a learner, 
for example. cannot say '7 lost my way" he might avoid the use of way and says "1 
lost my road" instead. "Phonological avoidance is also common as in the case of a 
learner of English who finds initials 11/ difficult to pronounce says "Ile does not 
speak the truth `'instead of "learn" A more direct types of avoidance is "topic 
avoidance" in which a whole topic of conversation is entirely avoided. To avoid the 
topic, a learner may change the subject or pretend not to understand, or simply not 
respond at all. 
b) Prefabricated Patterns: (to manufacture the parts of a structure) 
Another common communication strategy is to memorize certain stock 
phrases or sentences, without understanding the components of the phrases or 
sentences. "tourist's survival" language is dominated by prefabricated patterns. most 
of which can be found in pocket bilingual "phrase hooks' that list hundreds of stock 
sentences ['or various occasions. The examples of these prefabricated patterns are 
"How much does it cost"? Where is the toilet?" I don't speak English' I don't 
understand you". etc. 
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c) Cognitive and Personality Style: 
One's own personal style or style of thinking can be a source of errors, 
highlighting the idiosyncratic nature of many learner- errors. A person with high self-
esteem may be willing to risk more errors in the interest of communication because he 
does not feel as threatened by committing errors as a person with low self-esteem. In 
answer to "I low did you get here" a person might be heard saying, "I drove illy,  
bici cle - while another might say. "1 pedaled mil' bicycle" in an attempt to be precise. 
Language errors can thus conceivably be traced to their sources in certain personal 
error cognitive idiosyncrasies. 
d) Appeal to Authority: 
Another common strategy of communication is a direct appeal to authority. 
The learner tnay directly ask a native speaker (the authority) if' he gets stuck by 
saying, for example. "how do you say"? Or he might guess and then ask for 
verification from the native speaker whether he has made a correct attempt. Ile might 
also choose to look up a word or structure in a bilingual dictionary. 
e) Language Switch: 
Finally, when all other strategies fail to produces a meaningful utterance. a 
learner may switch to a different language, that is, he may simply use his native 
language whether the hearer knows it or not. Usually just a word or two are slipped in, 
in the hope that the listener will get the gist of what is being communicated. 
Norrish (1983 ) classifies causes of error into three types, that is, carelessness, 
first language interference, and translation. These three causes error will he discussed 
briefly below. 
i. Carelessness: Carelessness is often closely related to lack of motivation. Mans' 
teachers vill admit that it is not always the student's fault if' he loses interest, 
perhaps the materials and (or) style of presentation do not get him involved. 
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ii. First language: Norrish states that learning a language (a mother tongue or a 
foreign language) is a matter of Habit formation. When someone tries to learn new 
habits. the old ones interfere with them. This cause of error is called first language 
interference, discussed earlier as inter-language phenomenon. 
iii. Translation: Translation is one of the causes of errors. This happens because a 
student translates his first language sentence or idiomatic expression into the target 
language word by word. This is probably the most common cause of error. 
Another expert who discusses the sources of error is Richards (1978, in 
Schumann and Stenson). I Ie classifies sources of errors into. 
(1) Interference that is an error resulting from the transfer of grammatical and or 
st\.listic elements from the source language to the target language. 
(2) Overgeneralization that is an error caused by extension of target language rules 
to areas here they do not apply. 
(3) Performance error that is an unsystematic error that occurs as the result of such 
things as memory lapses. tatigue, confusion, or strong emotion. 
(iv) Markers of transitional competence. that is an error that results from a natural 
and perhaps inevitable development Sequence in second language learning process 
(by analogy with first language acquisition): 
(v) Strategy of communication and assimilation that is an error resulting from the 
attempt to communicate in the target language without having completely acquired 
the grammatical form necessary to do so: and 
(vi) Teacher-induced error that is an error resulting from pedagogical procedures 
contained in the text or employed by the teacher. 
In 1972, Selinker (in Richards 1974. P.37) reported five sources of errors: 
1. Language transfer. 
2. Transfer of training. 
3. Strategies of second language learning. 
4. Strategies of second language communication. 
5. Over-generalization of "I'L. linguistic material. 
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In 1974 Corder identified three sources of errors. 
1. Language transfer. 
2. Over-generalization or analogy. 
3. Methods or materials used in the teaching (teaching- induced errors). 
In an article. Richards (1971:19-22) classifies causes of errors into. 
1. Overgeneralization. 
2. Incomplete application of rules. 
3. False concept hypothesized, and 
4. Ignorance of rules restriction. 
To make it clear, the four classifications given above are explained briefly 
below. 
1) O~•ergeneralization: 
Overgeneralization generally involves the creation of one deviant structure in 
place of two regular structures. for examples, "He can sings." we are hope". "it is 
occur". 
2) Incomplete application of rules: 
An example of incomplete application of rules can be seen in the use of 
interrogative sentence. The use of question may also be unrelated to the skills it is 
meant to establish. 
Teacher's question 	 Student's response 
Ask her ho long it takes 	 I low long it takes? 
How much does it cost'? 
	
It costs five dollar 
What does he want to do? 
	
Ile have to do write the address 
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3) False Concept hypothesized: 
False concepts hypothesized are something due to poor gradation of teaching 
items. The form was for example, may be interpreted as the marker of the past tense 
as in one day it was happened'. 
4) Ignorance of rule restriction: 
Closely related to the generalization, of deviant structure is failure to observe 
the restriction of existing structure, that is, the application of rules with reference to 
the context where they do not apply. 
`The man who I saw' violates the limitation on the structure with who.' This 
is again a type of generalization of transfer, since the learner is making use of 
previously acquired rule in a new situation. 
5) Modality: Modality of exposure to the TL and modality of production. 
6) Age: Learning capacities vary with age. 
7) Successions of approxintative systems: The circumstances of language 
learning vary from one person to another, so does the acquisition of new lexical, 
phonological, and syntactic items. 
8) Universal hierarchy of difficulty: This lactor has received little attention in 
the literature of second language acquisition. it is concerned with the inherent 
difficulty a man may lace in regard to certain phonological, syntactic, or semantic 
items or structures. Some forms may lie itilrcrently difficult to learn, no matter what 
the background of the learner. 
Some error analysis theoreticians talk about it as follows: 
Induced errors: They result more ttom the classroom situation than from either the 
student's incomplete competence in English grammar (intra-lingual errors) or first 
language interference (inter-lingual errors) According to (Stenson, 1953: 256), these 
are: 
i. Material induced errors 
ii. Teacher talk induced errors 
iii. Exercise-based induced errors 
iv. Errors induce language pedagogical priorities 
	
V. 	Look-up errors 
According to Dula• and Burt (1974). there are 4 types of "goofs." 
1. Intertirence like goofs 
2. Li developmental goofs 
3. Ambiguous goofs (either interference-like or Ii developmental goofs) 
4. Unique goofs (neither interference- like nor L1 developmental goofs). 
2.4 	Significance of Learners' Errors 
The significance of errors can be observed in four directions first, the are 
important for the teacher because, after a systematic analysis. he/she can determine 
the level of every learner and the knowledge that is still to be acquired. Moreover, 
errors provide feedback to the teacher; they indicate how far teaching techniques and 
materials have been effective and what parts of the syllabus have been adequately 
learnt taught. Error analysis provides scope for designing remedial materials. 
Secondly. errors provide information about the way a language is learnt and acquired, 
what strategies and procedures the learner undertakes to discover the new language. 
Thirdly. they are important for the learner himself because, through errors, the learner 
can make hypothesis about the nature of the language he learns. In addition, 
systematic errors reveal the learner's 'transitional competence' and contribute to the 
linguist's understanding of the nature and type of rules and the mini-grammar that the 
learner operates with at a point of time. Fourthly, errors are significant also to the 
psychologist interested in understanding the process of language learning. The study 
of errors is a part of the experiment to conlirm or disprove the theory of transfer and 
gain insights into the process. hurthermore, the theoretical interest in error analysis 
provides a feedback to the psychologist interested in the process of second language 
learning. It is hypothesized and some evidence indicates that children acquiring a 
mother tongue and second language learners follow a similar development course. 
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The assumption underlying the study of errors is that the errors are evidence of a 
system of a learner's inter-language. 
Corder (1967:161-170) discusses the significance of errors for improving 
teaching and learning processes. lie claims that errors can be significant to the 
learner, the teacher and the researcher: 
A learner's errors are significant in three different ways. 
First. to the teacher, in that they tell him. if he undertakes a systematic 
analysis, ho\v for towards the goal the learner has progressed and, consequently, what 
remains for him to learn. Second, they provide to the researcher evidence of how 
language is learnt or acquired, what strategies or procedures the learner is employing 
in his discovery of the language. "Thirdly (and in a sense this is their most important 
aspect), they are indispensable to the learner himself, because we can regard the 
making of errors as a device the learner uses in order to learn. It is a way the learner 
has of testing his hypothesis about the nature of the language he is learning. 
Richards and Sampson (1974) contend that error analysis is one means by 
\ehich teachers can assess learning and teaching and determine priorities for future 
effort. It can indicate to both the teacher and pupil the areas of difficulty in learning 
that require special attention in order to facilitate language learning. George (1972) 
strongly advocates the necessity for teachers to adopt. This vie%\ is different from that 
traditionally held that the teacher "...realizes that his learner's productive use of the 
language depends on prediction from given informnation...so that his expectations 
from the learner may be realistic, and his attitude towards errors more understanding." 
Robinson (197 3) gives practically-oriented discussion of the value of EA for the 
teacher. lie views it as a "succession of operations" involving identification and 
description, of a system and situation (context of occurrence), frequency. significance, 
explanation and correction. 
S. Pit Corder (1967) is often cited as the starting point for the discipline now 
known as second language acquisition (SI.A). He discusses major insights. Error 
Analysis owes its place as a scientific method in linguistics to him. As Ellis( 1986:48 ). 
observes "It was not until the 1970's that EA became a recognized part of applied 
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linguistics. a development that owed much to the work of C order's". Before Corder, 
lineuists observed learners errors. divided them into categories, tried to see which 
ones were common and which were not, but did not pay not much attention to their 
role in second language acquisition. It was Corder who showed how information 
gathered would be helpful to teachers, researchers, and students of L2. 
Corder introduced the distinction between systematic and unsystematic errors. 
Unsystematic errors occur in one's native language as well. Corder calls them 
"mistakes" and states that they are not significant to the process of' language learning. 
He reserves the term "errors" for the systematic errors, which occur in second 
language acquisition. 
It is of course true that the application of linguistics and psychological theory 
to the study of' language learning has added a new dimension to the discussion of 
errors. people now believe that they have a principled means to account for these 
errors. 
In the field of methodology there have been two schools of thought in respect 
of learner's errors. The first school maintains that if we were to achieve a perfect 
teaching method, the errors would never be committed in the first place, and 
therefore, the occurrence of errors is merely a sign of the present inadequacy of our 
teaching techniques. The philosophy of the second school is that we live is an 
imperfect world and consequently, errors will always occur in spite of our best efforts. 
Our ingenuity lies in adopting or evolving techniques to deal with errors after they 
have been spotted. 
We are all mare that in a normal adult speech we continually commit errors 
of one type or the other. Errors may be committed due to memory lapses. physical 
states such as tiredness, and psychological conditions such as emotional excitement. 
We must. therefore, make a distinction between these types of errors and those which 
reveal the speakers current knowledge of the language or his transitional competence. 
The errors of performance will characteristically be unsystematic and the errors of 
competence systematic. We will. therefore, often refer to errors of performance as 
'mistakes'. systematic errors of the learner as 'errors'. 
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We will not consider errors as signs of inhibitions but evidence that indicate 
the strategies the learners are using to acquire a language. An analysis of the learner's 
language could. therefore, help us adjust our syllabi. However, it is not -very easy to 
analyze the learner's speech because of two reasons. First, the learner's speech is not 
stable and secondly. its interpretation is difficult because of the peculiarity of the 
dialect he speaks. In spite of these limitations, we recognize the significance of errors 
in the process of language acquisition. 
2.5 	Errors as Learning Strategies 
With the increasing emphasis on the creative contribution of the learner to 
language learning, the focus in second language research has shitted from the teacher 
and the teaching materials to the learner and his psychological background. 
Errors analyzed in a socio-psychological framework can be viewed as learning 
strategies rather than as deplorable mistakes, simply to be encircled in red or 
considered as instances of mother tongue interference. Most traditional methods of 
language teaching viewed language learning as a process of learning the structure of 
language and errors as deplorable deviations from rules codified in a grammar. In the 
grammar-translation method, the proficiency of the learner was measured in terms of 
his ability to memorize rules and paradigms and translation of classical texts into 
mother tongue and, vice versa. 
The direct and audio-lingual methods which evolved under the influence of 
structural linguistics and behavioristic psychology analyzed learner's errors in terms 
of interference from the learner's mother tongue. Contrastive Analysis becomes a 
very powerful tool for predicting errors. As Sridhar (1 98 1) points out practical 
experience of' foreign language teachers, studies in languages and the contemporary 
linguistic and psychological theories converged to provide a solid foundation to the 
theory of' interference and eventually led to the growth of contrastive analysis (Fries 
1945: Weinrich 1953: Lado 1957). (Nickel and Wagner 1968: Nemser 1971.) 
It soon became clear that, except at the phonological level, interference had 
very little role to play and that most of the errors were committed by the second 
language learners in the process of' learning their language. wholesale syncretism of 
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structure and logical items already learnt. omissions, additions. disordering. 
incomplete application of rules, ignorance of rule restrictions, hypothecation of false 
concepts, etc. appeared to explain a much greater part of 1.2 learner's output than the 
protagonists of contrastive analysis could ever hope to. 
The greatest blow to contrastive analysis came from studies which showed 
that learners with different linguistic backgrounds tended to make similar errors and 
that these errors bore striking resemblance to the errors committed by L 1 learners. 
2.6 	Drawbacks of Error Analysis 
The approach based on error analysis has been criticized for several reasons. 
Some of those who criticized it are Johnson. Schachter and Celce-Mlercia: Johnson 
(1975) discusses some possible reasons for shortcomings of EA. She states: 
e can never achieve a .1ecl! eplanation of lecu•ner's errors ht• error analysis 
alone... as always when a corpus is used: ive never know when it is sufficiently 
large... the corpus in error anal1'sis usually consists of tests constructed for 
other ll(/1lo.SL'.S" than iL1L'ntiff"ing learner's errors: consequent/)', one cannot 
expect them to provide connplciC coverage of possible errors. 
Schachter and Celce-Mercia (1977:0020441-450) seem to be in disagreement with the 
strong claims of EA. They state: 
'A cursory glance at the title and abstracts in recent issues of journals such as 
this one. TOSEL, Language Learning and 18111. ►t oulcl indicate that the 
advocates of E-1 have prevailed and that E.4 currently appears to he the 
"darling" of the 70s. The concern of the authors is that the pt'ndulun has 
s%t'ung too far in reaction against the C.4 hypothesis and its now clear/f" 
iclentifiedproblenls. 11 We feel that although proponents of EA have provided 
Convincing arguments regarding the weakness of CA. they have, to a large 
extent. failed to .focus their attention on the possibility that there are 
corre.sponcling weaknesses in E.4 which would make error-bused theories' and 
materials as inadequate and one-sided as contrast ire-based theories and 
materials " 
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They further observed that the distinction between remedial and 
developmental LA is useful and the distinction is clear-cut if a particular project is in 
the realm of developmental LA. However, "if the goals of a particular project are 
pedagogically oriented, the line between developmental and remedial EA becomes 
very difficult to draw." 
Hammarberg (1974: 191 ) does not agree with the strong claims of the usefulness of 
LA either. Ile states: 
1What i.gy an error in one approach mayg he Aificrent error, or no errors at all in 
another approach r . You have to combine your various results in 01'c/el- to use 
thellr. Some of the rck►•unt,iIncling~ 117ay not 111171 up in the coleus unless iou 
elicit them on purpose. It is not the tilde to abandon EA. 
Schachter (1974:205-214) attacks LA in her study because she found that 
"error analysis without apr•iori predictions simply _fail to account . for" the avoidance 
phenomenon. If the student does not produce the cOnsti- ZWtions he finds difficult no 
amount of error analysis is going to explain it'hy. " 
In response to Schachter's above-mentioned claims a solution to the language 
pedagogical problem may be suggested as a combination of CA and LA. '!'his view 
was previously held by Duskova (1969:29). who states: 
'!i e shall a!le»rpt to unit er the question as to typctper (1-i of the source cIncl 
target languages can be entirely replaced by an error-based analysis. The 
p/•esent findings do not seeni to justify such a procedure. They' rather suggest 
thc11 c'U17IIY!.1'/1l'r analysis liric.,'ht he 1)ro/itublY 5l1/)pleme'Ated by the results of 
errn•-hci'cl ancdt•sis particular/)• in the pwaircltion of teaching materials. The 
value of ('A in the preparation teaching materials is generally I•ecogni-etl of , 
both as a ineans of prevention of r-elnodi/ii11g c'1'1'O1'S. A hl(1'the,- improvement of 
teaching materials based on contrastive analysis might he achieved by 
niicpLviaH of the 1110ss common errors ocezrii1g ou/sicle the .sphere predicted 
hip contrastive analysis alone. 
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Nickel (1971:1 1) advocates the same view stating "Error analysis and 
contrastive analysis do not exclude but, on the contrary. they complement each other, 
the former covers more than only contrastive relations. the latter tries to describe 
errors but also to analyze one particular source in detail." 
In an analytic survey of works done in EA. Sinha A.K. and Usha K. (1977) 
conclude: "... EA can be an effective aid to second language remedial teaching if 
errors are treated as evidence of learners' strategies and analyzed in terms of their 
significance. An exhaustive list of grammatical errors tells us what has gone wrong 
how mane' times but it does not tell us vhv. 
A rule-oriented analysis explains why these errors are made and implies what 
ought to be done to acquire language learners with better strategies." 
2.7 	Idiosyncratic Dialect 
The term "idiosyncratic dialect" was first introduced by S.l' Corder (1 971) 
"Idiosyncratic Dialect and Error Analysis" to describe a concept very similar to 
Selinker's "inter-language". He believes that the learner of a second language has a 
motive to bring his language performance as much in line with conventions of those 
of the target language speakers, as he can, that is, if he is able to do so. This required 
and expected instability in the characteristics of a learner's language is due to the 
context changing of his rules that is continuous development of his grammar." Corder 
regards the L2 learners' language a peculiar dialect of the target language, different 
from it in many important aspects and probably having some features of' his mother 
tongue. Corder's proposal is based on the following two considerations: 
1. Any spontaneous speech intended by the speaker to communicate is 
meaningful, in the sense that it is systematic, regular and consequently is in 
principle, describable in terms of a set of rules, i.e. it has a grammar. The 
spontaneous speech of the second language learner is language and therefore it 
has a grammar. 
2. Since a number of sentences of that language are isomorphous with some of 
the sentences of' his target language and have the same interpretation, then 
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some, at least, of the rules needed to account for the learners' language will be 
the same as those required to account for the target language. 
On the basis of these two arguments he considers the learners' language as a 
dialect in the linguistic sense: "two languages which share some of rules of grammar 
are dialects" (in Richards, 1974:158). According to Corder the "idiosyncratic dialect" 
of' the learners of-a second language is regular, systematic, and meaningful. i.e., it has 
a grammar and it can, in principle, be described in terms of a set of rules, some sub-
set of which is a sub-set of the rules of the target social dialect. Corder makes a 
distinction between dialects which are the languages ofa social group (social dialects) 
and dialects which are not the languages of social groups (idiosyncratic dialects). He 
calls the latter dialects due to linguistic justification and not social one but 
peculiarities of the individuals. Corder also shows the difference between "idiolects" 
and what he called "idiosyncratic dialect". He makes this distinction by saying that an 
"idiolect" is a personal dialect which has linguistically the characteristics that all the 
rules required to account for it are found somewhere in the set of rules of one or 
another social dialect. According to him an "idiolect" is some sort of a mixture of 
dialects. In the case of what he calls "idiosyncratic dialects" the state of affairs is 
different. In them, some of the rules required to account for the dialect are not 
members of the set of rules of any social dialect: they are peculiar to the language of 
that speaker. All idiosyncratic dialects may have some common characteristics across 
social dialects which may be accounted for by some of the rules unconsciously 
formed by an individual. Such idiosyncrasies' which exist in the individuals' 
language causes problems. Some of their sentences can be interpreted easily but 
others may not be equally comprehensible. 
The sentences of an idiolect do not cause the same problems of interpretation 
as idiosyncratic dialects do because somewhere there is a member of that social group 
who share the conventions with the speaker. There is a natural feature or characteristic 
of "idiosyncratic dialects" in that they are normally unstable. Corder attributes this 
instability to the reason that "the object of speech is normally to communicate, i.e. to 
be understood. If' understanding is only partial. then a speaker has a motive to bring 
his behavior into line with conventions of' some social groups, if lie is able". Corder 
sees that teachers work on the assumption that a group of learners having the same 
mother tongue and having had the same background of learning the second language 
speak more or less the same inter-language at any point in their learning career, and 
that what differences there are can be ascribed to individual vitiation in intelligence. 
motivation and. perhaps, attitude. This belief reinforces the notion of teaching a 
"class" as opposed to an "individual" (in Richards. 1974: 158-160). Corder 
furthermore differentiates three other idiosyncratic dialects. in addition to the second 
language learners language i.e. L2 idiosyncratic dialect. There are those of the poetry 
('deliberately deviant"), the speech of' an aphasic ("pathologically deviant") and the 
language of the infant acquiring his mother tongue. Corder also claims that every 
sentence of the second language learner is to be regarded as idiosyncratic until shown 
otherwise. Therefore, a learner's sentence may be superlicially "well-formed" and yet 
not be so. Corder calls sentences overtly idiosyncratic as opposed to those. Sentences 
which are superficially 'ill-formed' in terms of the rules of the 'FL (Keshavarz, 2004). 
According to Corder the learner's utterances can be accounted for by a set of 
rules. Which is obtained from the target social dialect? Ile gives two reasons why the 
learner's language should be considered a dialect of the target language, which are as 
follows. 
1. The speaker's utterance \vrittcp expression is a language and has a 
grammar. 
2. At least some of the rules in this grammar are the same as those in the 
grammar of the target language. 
Linguistically, two languages which share the same rules are dialects of a common 
language and in this sense the learners' language can be called a dialect. Pit Corder 
also points out how an understanding of the learners' system can help the teacher and 
the learners. According to him the study of the learners' dialect would tell the teacher 
how far the learners have progressed towards the goal and what more they have to 
learn set. lie also points out that if the learner utters a correct foram, we cannot take it 
as a proof that he has learned the systems which would generate that form in the \%-a\ 
a native speaker would: he might just be repeating an utterance that he has heard 
before. "l'hey may not have understood the system behind it. In such a case. he may 
not use the expression correctly all the times. 
Pit Corder also points out that the child language and the language of aphasia 
are all deviant idiosyncratic dialects. Poetic language is deliberately deviant and the 
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language of the aphasics is pathologically deviant, but the dialects of the children and 
the learners are the result of the learning process. In other words, both, the children 
acquiring their mother tongue. and the learners learning second language. go through 
a similar process wherein they form hypothesis about the nature of the language and 
test them. But the task of the second language learners is much easier. According to 
Pit Corder they only have to find out how the systems of the new language they are 
trying to learn differ from the systems of their mother tongue and the system they 
have mastered so far. 
According to Pit Corder, there is a justification for calling the idiosyncratic 
dialects linguistic one and not a social one. As mentioned earlier, an idiolect is a 
personal dialect which linguistically has the characteristics of having all the rules 
required to account for it somewhere in the set of rules of one or another social 
dialect. An idiolect can thus be said to be some sort of a mixture of dialects. This 
concept is illustrated in the diagram I. 
Figure I: Idiolect X 
Set of rules of 
Dialect C 
Set of rules of 
Idiolect X 
Set of rules of 
Dialect A 
Set of rules of 
Dialect EB 
In the diagram I we can see that the process rules of idiolect 'x' rules are drawn 
from three overlapping social dialects but it does not process any rules which are not 
rules of any one of these dialects. If all these social dialects are included in a language 
(D) then idiolect 'xis a dialect of language 'D' in the conventional sense. This state of 
affairs is different in the case of' idiosyncratic dialects. In this the rules required to 
account for the dialect: they are peculiar to the language of that speaker, as shown in 
the diagram I1: 





All idiosyncratic dialects have the characteristics in common that some of the 
rules required to account for them are particular to an individual. This has, of course, 
the result that some of their sentences are not easily interpretable since the ability to 
interpret a sentence depends in part upon the knowledge of the conventions 
underlying that sentence. 
It is in the nature of idiosyncratic dialects that the\, are normally unstable. 'I'lie 
reason for this is obvious. The object of speech is normally to communicate, i.e. to be 
understood. If understanding is only partial then a speaker has a motive to bring his 
behavior into line with conventions of that social group. This instability accounts for 
part of the difficulty experienced by the linguist in describing idiosyncratic dialects. 
The data on which a description in made is fragmentary and incomplete. "1-his means 
that usual verification procedures required in the construction of a complete projective 
grammar are not readily available. 
Seliker (1969) proposed the term inter-language for this class of idiosyncratic 
dialects, it is a dialect whose rules share characteristics of two or more social dialects 
or languages \\,here these languages themselves may or may not share rules. 
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It would he reasonable to call the idiosyncratic sentences of a poet's dialect 
deliberately deviant since the writer is assumed to know the conventions of a social 
dialect and he deliberately chooses not to follow them. Aphasics idiosyncratic 
sentences might be called pathologically deviant since he too was presumably a 
speaker of some social dialect before he was affected by this disease. \Ve refer to the 
idiosyncratic sentences of the second Language learner as deviant and we do not make 
the mistake of assuming that the idiosyncratic sentences of a learner of a second 
language are simply the result of performance failure i.e. that he knows the rules of 
the target language but has, for some reason or other, failed to or has chosen not to 
apply them, though they call for correction. 
The principal reason for objecting to the terms 'error', deviant' or 'ill formed' 
is that they all, to a greater or lesser degree, prejudge the explanation of idiosyncrasy. 
Now, one of the principal reasons for studying the learners language is precisely to 
discover why it is as it is. to explain it and ultimately say something about the 
learning process. If then, one calls these types of sentences deviant or erroneous, one 
looks at the process with a prejudiced mind. There is a compelling reason for not 
calling the idiosyncratic sentences of a learner ungrammatical. While it is true that 
they cannot be accounted for by the rules of the target language, they are all in fact 
grammatical in terms of the learners' language. They we in fact idiosyncratic Hiles, 
not shared rules which seemingly seem like shared rules by chance. It is, however, 
possible that while these dialects are not 'languages in the sense that their conventions 
are not shared by any social group identifiable according to the criteria laid down by 
the social scientists. 
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The situation is different in the case of the other three classes of idiosyncratic 
dialects. Aphasics do not form a social group in any sociological sense and yet there is 
strong evidence to suggest that the idiosyncrasies of their speech may be classified 
along a number of dimensions (Jakobson. 1956). No one would of course attempt to 
describe the speech of aphasics unless he believed that some general statements of 
classification were possible. The object of such investigations is to find what relations 
there are between the medical signs, symptoms and history of the patients and the set 
of rules needed to account for the idiosyncratic aspects of the aphasic's speech. 
Similarly, no one would undertake the study of child language acquisition unless he 
had reasons to believe that all children in a certain dialect environment follow a 
course of development which are more or less similar (Smith and Miller 1968). 
The first stage in error analysis is the recognition of idiosyacracy attribute 
with which we can associate (attribute) a general law. Every sentence is to be required 
as idiosyncratic until shown to be otherwise. A learner's sentence may be 
superficially well-formed and yet idiosyncratic: these sentences are called `covertly 
idiosyncratic". They may also of course be overtly idiosyncratic in that they are 
superficially ill-formed in terms of the rules of the target language or they may be 
neither. 
The end point of the process of idenlil3ing idiosyneraey and the production of 
reconstructed sentences is a comparison between two sentences: the idiosyncratic 
sentences and well-formed sentences, which by definition have the same meaning. 
We cannot assume that the idiosyncratic nature of the learners dialect is solely 
explicable in terms of his mother tongue; it may be related to how and what he has 
been taught as well. 
The second stage to account for a learner's idiosyncratic dialect starts only 
after the first stage is successfully completed which presides as with the data of a set 
of pairs of sentences which are translation equivalents of each other: one in the 
leamer's dialect, the other in the target language. 'this is the data on which the 
descriptions are based. The third stage and ultimate object of error analysis is to offer 
explanations for the difference between the two. Whereas The two previous stages we 
linguistic, the third stage is psycho-linguistic in as much as it attempts to account for 
how and why the learner's idiosyncratic dialect is of the nature it is. The first stage is 
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to elucidate what and how a learner learns when he studies a second language. This is 
a theoretical object (Corder 1967).The second stage is to see whether the applied 
object is enabling the learner to learn more efficiency by exploiting the knowledge of 
his dialect for pedagogical purposes. The second objective is clearly dependent on the 
first. We cannot make any principled use of his idiosyncratic sentences to improve 
teaching unless we understand why they occur. 
The idiosyncratic structures of second language learners may bear some sort 
of regular relation to the sentences of his mother tongue. One explanation is that the 
learner is carrying over the habits of the mother tongue into the second language. This 
is called interference' and the implication of this term can only is that his mother 
tongue habits prevent him in some way from acquiring the habits of the second 
language. Clearly this explanation is related to a view of language as some sort of 
habit formation. 
The other explanation is that language learning is some sort of data-processing 
and hypothesis-forming activity of a cognitive sort. According to this view, his 
idiosyncratic sentences are signs of false hypothesis which, when more data is 
available and processed either by direct observation or by statements by the teacher, 
i.e. corrections and examples. enable the learner to reformulate the hypothesis more 
in accordance with the facts of the target language (C.F. Hackett 1948) 
Consequently, a better description of idiosyncratic sentences contributes 
directly to an account of what the learner knows at that moment in his career and 
should ultimately enable the teacher to supply him, not just with the information that 
his hypothesis is wrong, importantly with the right sort of information or data for him 
to form a more adequate concept of a rule in the target language 
2.8 	Approximative Systems 
It was first hypothesized by William Nemser (1971) and emphasized the 
continual development of language through systematic stages. What a learner learns 
may undergo modifications and may be reconstructed gradually. 
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The language systems represented in a contact situation can be classified in 
accordance with their functions as follows: 
Al 	The target language is the language in which communication is being 
attempted, in the case of a learner it is the language he is learning, when he 
uses it. 
B] 	The source of language is the language that acts as a source of inference; it is 
normally the learner's native language. 
According to Chomskyan linguistics, human beings have an innate capacity to 
acquire language. This capacity is activated when an individual is introduced or 
exposed to an authentic language exposure. However, it is widely believed that simple 
exposure is neither enough nor effective. It is imperative for the learner to be involved 
in testing and revising the hypotheses he lormulates concerning the target language. 
In order to clarify how the learner is processing the acquisition of the target language, 
Nemser (1 97 1) termed the L2 learner's language as an "approximative system". By 
the use of this term he describes the deviant linguistic system actually adopted by the 
learner in an attempt to speak or write in the standard target language. Thus, these 
approximative systems have various characters in accordance with the learner's 
proficiency level, learning experience, communication function, personal learning 
characteristics, etc. lie classifies the language systems represented with their 
functions as follows: 
1. The target language (TL) is the language in which communication is being 
attempted. In the case of a learner, it is the language he is learning when he 
uses it. 
2. The source language (SL) is that acting as a source of interference. It leads to 
deviations from the norm of' the target language. It is normally the learner's 
native language. 
3. An approximative system (AL) is the deviant linguistic system actually 
employed by the learner attempting to utilize the target language. Such 
approximative systemsvary in character in accordance with proficiency of the 
learner or speaker. Variation in it is introduced by learning experience 
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(including exposure to a target language system). communication function, 
personal learning characteristics, etc (in Richards. 1974: 55). 
Nemser's assumption is threefold: 
1. Learner speech at a given time is the patterned product of a linguistic, AL, 
distinct from SL and IT, and internally structured. 
2. successive stages AL's at of successive stages of learning from on evolving 
series, AL ... u, the earliest occurring when a learner first attempts to use LT 
the most advanced at the TL at the closet approach of AL to TL (merger, the 
achievement of perfect proficiency, is rare for adult learners). 
3. In a given contact situation, the AL's of learners at the same stage of 
proficiency roughly coincide, with major variations ascribable to differences 
in learning experience (Nemser, 1974: 56). 
Thus, on the basis of the above mentioned assumption, Nemser maintains that 
the speech of a target language is structurally organized. manifesting the order and 
cohesiveness of a system. However, this approximative system is frequently changing 
with atypical rapidity and due to new elements which are introduced in the process of 
learning. This system is also subject to radical reorganization through the massive 
intrusion of these new elements as learning proceeds. Nemser stresses that the 
learner's speech should be studied in its own terms, not only by reference to SL and 
TL. 
The learner's systems are, by definition, transient_ Nevertheless, it is obvious 
that evidence for AL is abundantly present in the patterning of errors in the perception 
and production of a given target language if different learners share the same native 
language. Nemser also refers to a process which is similar to the concept of 
"fossilization". Nemser refers to them as stable varieties of AL, which are found in 
immigrants who often attain considerable fluency in the target language, yet reach a 
plateau in their learning. Another subgroup of is formed by utility systems, such 
specialized 'little' languages of limited semantic function, and requiring limited 
grammars and lexicons, as the system used by taxi-drivers, hotel reservation clerks, 
bartenders and other groups with frequent but circumscribed requirement to 
communicate with foreigners. The stnictural independence of an approximative 
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language (AL) from the source and target systems is noted in the frequent and 
systematic occurrence in non-native speech of elements not directly attributable to 
either the source language (SL) or the target language (TL). Similarly, an `internal' 
interference resulting from the extension of the productive processes of target 
language (FL) and pattern confusion occurs frequently in the grammar. It can be said 
that the demands of communication forces the establishment of phonological, 
grammatical and lexical categories, whereas the demands of economy forces the 
imposition of the balance, and order of a language system. Moreover, according to 
Nemser. various evolutionary stages of approximative language differ not only in 
amount but also in type of interference, both external and internal. 
Approxinralive languages differ from normal languages in that AL speakers 
do not usually form speech communities. Nevertheless, it is likely that AL speakers 
frequently provide reinforcement from the speech behavior of one other. It is noticed 
that they frequently communicate among themselves more easily than with TL 
speakers. Moreover. AL features are sometimes disseminated among learners under 
special conditions: They are sometimes transmitted to other generations and even 
become conventionalized in TL. 
2.9 	later-language 
The term `inter-language' has been widely accepted by a majority of linguists 
in recent years to refer to the second/foreign language learner in the linguistic system. 
The term "inter-language" was first introduced by Selinker (1972) as "the separate 
linguistic system based on the observable output which results from the [earner's 
attempted production of a target language (TL) norm" (in Richards, 1974:35). 
Selinker assumes the existence of a "latent psychological structure "in the brain which 
is activated when one attempts to learn a second language. His fundamental 
assumption is that those adult L2 speakers who achieve native- speaker like 
"competence" (perhaps 5%) in learning a second language somehow reactivate the 
latent language structure which is described by Lcnhebcrh 1967 'latent language 
structure,' lie remarks that it is; 
(a) An already- formulated arrangement in the brain, 
(b) The biological counterpart of universal grammar, and 
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(c) Transformed by the infant into the realized structure of particular grammar 
in accordance with certain maturational stages. 
Selinker assumes that those (5%) L2 learners who achieve native—like 
competence go through very different psycho-linguistic processes than the majority of 
L2 learners who failed to achieve native- like competence. In this regard he refers to 
the two notions as "attempted !earning" and "successful learning", the former notion 
is independent of and logically prior to the notion of "successful learning". For him 
the vast majority of L2 learners are those who fail to achieve native-like competence 
in the target language (LT) he presents an idealized picture of the notion "target 
language" (TL) by stating: 
"The second langetage the learner is attempting to learn is here restricted to 
mean that there is only one norm of one dialect ivithtn the biter-lingual focus 
of altention of the learner(in Richards" 1974:34). 
Selinker emphasizes that we concentrate our focus on the analysis of the 
observable data to which we can relate theoretical predictions; that is the utterances or 
sentences which are produced when the learner attempts to communicate in a target 
language (TL). This clarifies why sentences or utterances created by most learners of 
L2, are identical to the hypothesized corresponding sentences which would have been 
produced by a native speaker of the target language (TL) had he tried to express the 
same meaning as the learner. 
According to these observations based on L2 learner's attempted production of 
target language, Selinker hypothesizes the notion of the existence of a separate 
linguistic system, which he calls "Inter-language' (IL) (Selinker, 1972-cited in 
Richards 1974:35). 
When the learner's inter-language becomes more developed his grammar 
resembles the target language grammar. An inter-language cannot be accounted for by 
just referring to by transfer or Infra-lingual characteristics, it night as well be 
regarded as interactions of the two languages. That is why Selinker considers an inter-
language °a system that is distinct from both the second and the first language" 
(Selinker; 1972; Corder, 1973; Richards, 1974). 
Furthermore, Corder (1979) claims that the concept "inter-language" implies 
that significant generalizations can be drawn about the process of [foreign language 
learning. One of these possible generalizations is that beside the language continuum 
of development Cr change, foreign language learners exhibit similarities in their 
learning of the target language and consequently in their inter-language grammars. 
According to Schumann (1974) "inter-language hypothesis regards the speech 
of a second language learner at any point of time in the acquisition process as a 
systematic attempt to deal with the target language data. Therefore, the utterances of 
such a learner are not mistakes or deviant forms, but rather are part. of a separate but 
nevertheless genuine linguistic system." 
As suggested earlier, Inter-language is a series of approximative system of 
overlapping states, each one having a well-defined state which gradually moves 
towards the target language system. 
An inter-language is thus a reflection of the L2 learner's continuous 
development in the process of L2 learning in which elements of the mother tongue 
and those of the target language may be observed overlapping, resulting in a fresh 
category of mixed language. One may observe some confusion in the learner's mind 
which is due to his inadequate understanding of the target language. It may be 
reflected in his inter-language. Thus, while in his attempts to produce the target 
language, the learner produces an inter-language which contains errors or deviant 
structures. They should not be viewed as pathological symptoms of failure or as evils 
that need to be eradicated but the normal, inevitable features of the learner's progress 
towards the target language. 
Bridges (1990); Emery (1987). and Swan (1995) claim that a learner's inter-
language may be distinguished from the full-fledged language of a competent speaker 
by the fact that the former exhibits features indicating the incomplete mastery of the 
code. The learner's language is characterized by linguistically incorrect and/or 
contextually inappropriate forms and expressions. Both types of deviations are labeled 
`errors when they are results from a lack of competence in the language. In addition 
to linguistic and pragmatic deviations, an inter-language may exhibit certain forms 
49 
that are linguistically and pragmatically correct but sound 'umtaturnl' or strange' to 
the native speaker of that language. 
Dickerson (1975) proposes that inter-languages are like real languages and 
should be seen as having variable rules: "like native speakers, second language 
learners use a language system consisting of variable rules. Their achievement of the 
target comes about through gradual change by using, overtime, greater proportions of 
more target-like variance in an ordered set of phonetic environments" (cited in 
Spolsky, 1979:255). Bickerton (1975) regards the `inter-language system " as the 
product of a psycholinguistic process of interaction between two linguistic systems, 
those of the mother tongue and of the target language (cited by Corder, 1981:87). 
Ellis (1986) further comments with approval on Selinker's (1972) 
definition of inter-language as having three basic features which are: perm&hUtity, 
dynamism, and syavemalicily. All languages, of course, possess these factors; what 
distinguishes IL is its degree of permeability and of dynamism. But like all natural 
languages, it always remains systematic. It is thereibre a type of natural language 
(cited in Alan and Davis, 1989: 461) 
According to Corder (1981), this temporary and changing grammatical 
system, IL, which is constructed by the learner, approximates the grammatical 
system of the target language. In the process of L2 acquisition, IL continually 
evolves into an ever-closer approximate of the 1'I, and advances gradually until it 
becomes equivalent or nearly equivalent, to the target language. 1-lowever, during 
the L2 learning process, an IL may reach one or more temporary restricting phases 
when its development appears to be delayed (Nemser, 1971); Selinker, 1972; 
Schumann, 1975). 
2.10 Fossilization 
A permanent cessation of progress toward the TL has been referred to as 
fossilization (Setinker, 1972.} 
Selinker (1972) suggests that the most important distinguishing factor related 
to L2 acquisition is the phenomenon of fossilization. His explanation is that " 
fossilizable linguistic phenomenon are linguistics items, rules and sub-systems which 
speakers of a particular native language will tend to keep. It is their inter-language 
relative to a particular target language, no matter what the age of the learner or 
amount of explanation or instruction he receives in the target language". 
Selinker (1972, p.215) and his hypothesis on IL fossilization one fascinating is 
that they learn to contradict our basic understanding of the human capability to learn. 
How is it that some learners can overcome L2 fossilization, even if they only 
constitute, according to Selinker, " a mere 5% (1972, p.212) while the majority of L2 
learners cannot. no matter what the age or amount of explanation" 
The concept of fossilization in SLA is so intrinsically linked to I1. that 
Selinker (1972) considers it to be a fundamental phenomenon of all SLA and not just 
to adult learners. Fossilization has received such wide recognition that it has been 
centered in the Random House Dictionary of English Language (1987). 
The term fossilization borrowed from the field of paleontology. It conjures up 
an image of dinosaurs being enclosed in residue and becoming a set of hardened 
remains encased in sediment. The metaphor, as used in SI A literature, is appropriate 
because it refers to earlier language forms that become encased in a learner's IL and 
that, theoretically, cannot be changed by special attention or practice of the TL. 
Fossilization is generally accepted as a fact of life in the process of SLA. 
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2.11 Stages of Inter-language Dewelopments:- 
There are many ways to describe the progression of linguistic development 
and learners also show variation in their acquisition. According to Brown (1980), 
there four stages of inter-language development. 
The first is the stage of "random errors," in which the learner does not know 
that there are some systematic orders to a particular class of items. 
The second stage is "emergent'. The learner becomes consistent in linguistic 
production. 
The third stage is "systematic stage" in which the learner is able to show mere 
consistency. When their errors are pointed out, they will correct their errors instantly. 
The fourth stage is the "stabilization stage", which is featured by the learner's 
ability to self-correct. It should be pointed out that the fourth stage does not describe a 
learner's total language system. 
Fossilization is a mechanism which is assumed to exist in the latent 
psychological structure of the brain. The latent psychological structure. Selinker 
states, is "an already formulated arrangement in the brain, which is activated 
whenever an adult attempts to produce meanings, which he may have, in a second 
language which he is learning". This latent psychological structure contains five 
central processes which are as follows: 
1. Language Transfer 
2. Transfer of Training 
3. Strategies of Second Language Learning 
4. Strategies of Second Language Communication 
5. Overgeneralization of Target Linguistic Material 
2.11.1 Language Transfer 
Language transfer involves items and rules in the learner's language being 
directly traceable to his/her mother tongue. The learner tries to make use of his /her 
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native language Richards and Sampson (1974) refer to the language transfer by slating 
that "sentences in the target language may exhibit interference from the mother 
tongue". According to them 'language transfer' was considered to be the major 
source of difficulty by linguists doing contrastive analysis. Ellis (1994) pointed out 
that L1 transfer usually refers to the incorporation of feature of the Li into the 
knowledge systems of the L2 which the learner is trying to build. He also 
distinguishes this learning process from other processes which involve the use of the 
Ll for purposes of communication. Both translation and borrowing are examples of 
communication transfer, such as code- mixing and code-switching. Transfer has been 
understood and commented upon within a behaviorist framework of learning. It was 
assumed that the 'habits' of the LI is carried into the L2. Odlin (1989) asserts the 
significance of the "transfer" in the process of second language acquisition. He slates: 
Despite the counter arguments_. there is a large and growing body of research 
that indicates that transfer is indeed a very important factor in second 
language acquisition (cited in E11(s, 1994. 29). 
Language transfer is reflected in all aspects of language, that is, in phonology, 
syntax, semantics, and pragmatics. Moreover, the manifestation of the transfer may 
not always be viewed as error, but sometimes may manifest itself as avoidance, 
overuse. 
Di Pietro (1971) points out that if a learner has properly learned the rules of 
the other language; he will he able to apply them. Whenever he has not learned the 
rules; he will have to revert to those of his native language or to those of other 
languages he knows well. He adds that language teachers often observe a tendency 
among some students to confuse the language they are studying with others studied 
previously or concurrently. According to him, the process of interpreting particular 
grammar of one language in terms of another is called "transfer". The mistakes that 
result from this process are said to be due to "interference." Corder (1981) claims that 
the learners' possession of his native language is facilitative. Errors in this case are 
not to be regarded as signs of inhibition, but simply as evidence of his learning 
strategies. Lado (1957) argues that foreign language learners rely almost entirely on 
their native language while leaning the target language. Thus, 'language transfer" is 
an important factor involved in the process of L2 learning, which works in very 
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complicated ways and deeply influences and shapes the L2 learners linguistic 
systems. 
Two types of transfer have been identified in language learning: 
2.11.1.1 Positive transfer 
Positive transfer facilitates language learning. It may occur when the NL and 
TL have the same form. for example. both Arabic and English have the definite article 
'the' respectively. Therefore, the Arabic learners are expected to use the English 
article the correctly in expressions such as `the door'. the pen', but, in fact, they 
over use `the'. Urdu does not have its exact equivalent they have ye 'this' and two 
'that' but they are deictic terms and have their own uses. 
2.11.1.2 Negative transfer 
Negative transfer is the influence of the mother language (LI) on the 
performance of the target language learner (L2) (Lado, 1964). For example, an Arab 
student may produce the inappropriate utterance "this student" instead of the correct 
one "this is a student" due to the Arabic sentence hatha taleb" literally "this 
student"It is because Arabic has no link verb for interference" or "negative transfer" 
result in the cases where the target language differ from the LI. In cases where the 
patterns of the L and the target language were similar, positive transfer would occur. 
2.11.2 Transfer of Training 
In this process, the learner's errors are directly traceable to how and what they 
have been taught, that is, the learners attempt to use rules learned from their teachers 
and/or textbooks. The results of their attempts can be either in accordance with the 
rules of the TL or sometimes they can be erroneous. For example, teachers or 
textbooks that explain the difference between the indefinite articles "a" and "an" by 
stating that "an" is used with countable nouns that begin with vowels, may lead the 
learners to produce erroneous utterances such as "I am an university student' or "I 
met an European tourist". It is because though in the italic words begin (heir spellings 
with a or e. they are pronounced as /j+.'. 
b11 
T- gqqo 
2.11.3 Strategies of Second Language Learning 
In this process, the learner follows some strategies in order_to icitrtate the 
learning process. These strategies are often successful and therefore, they help the 
learning process. An example of this process would be the tendency to reduce the 
target language to a simpler system (e.g. omission of function words, plural markers, 
etc.). 
2.11.4 Strategies of Second Language Communication 
Learners utilize this strategy when they run short of a vocabulary item to 
convey whole they want to. They rely on sign communication strategies to get their 
message across. For example, if the learner wants to refer to "watermelon" in English. 
but he/she does not know the exact lexical item, for it in English he may use signs to 
show the shape of it, along with the strategy of defining (i.e, it is like a ball, it is green 
and red inside, it is sweet and has black seeds in it). He does so if he does not want to 
word in his I,1 (e.g. t~rbu:z). 
2.11.5 Overgeneralization of Target Linguistic Material 
Overgeneralization is very common in both first and second language 
learning. Learners create ill-formed utterances due to their partial learning of the TI, 
rules. In other words; they always expect greater regularity in the use of the TI. than 
actually exists there. 
Some examples of overgeneralization: 
(a,' 	When the learner learns that we add the plural morpheme "-s" with English 
count nouns, the result may be something like "1 have three ('hilcis" or "two 
1710.' 1.S 
(b/ 	A learner may write "She walked fastln to catch the hits" because he already 




	After having read or heard sentences such as "lie reached the house at five 
p. n1.." a learner may produce "lie leaved the house at six a. »z " 
55 
2.12 Factors Influencing L2 Learner's Systems; 
In the previous sections, the linguistic systems of the second language learner 
have been discussed in detail. These systems were termed as "approzimative systems" 
proposed by Netnser (1971), "idiosyncratic dialects" proposed by Coder (1971) and 
"inter-language" suggested by Selinker (1972). The study of these systems is, 
therefore. the study of the language systems of language learners. According to 
Keshavarz (2004). these notions have brought new dimensions to the study of second 
language learners' errors because the study of learner's language involves an analysis 
of: (a) the learner's native language (ILL) utterances. (b) the learner's II, or 
idiosyncratic utterances, and (c) utterances produced by native speakers of the FL, i.e. 
the target language norms. According to Richards and Sampson (1974). the second 
language learners* systems are influenced and characterized by certain significant 
factors. They mentioned seven factors which may influence and characterize these 
second language learners' systems. These factors are listed below: 
1. Language Transfer 
2. Intra-lingual Interference 
3. Sociolinguistic Situation 
4. Modality 
5. Age 
6. Successions of Approximative Systems 
7. Universal Hierarch- of Difficulty 
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2.12.1 Language Transfer 
Various researchers have concentrated on those errors which demonstrate the 
influence of one's native language to second language acquition. S. Pit Corder who 
pointed out that they can be facilitative and provides information about one's learning 
strategies. Claude Ilagege (1999) is a supporter of this concept in his book on 
children's language education. According to Hagege, interference between I.I and L2 
is observed in children as well as in adults. In adults it is more obvious and increases 
continually, as a monolingual person gets older and the structures of his first language 
get stronger and impose themselves more and more as any other language and adult 
wishes to learn. 
In addition, to studies of LI transfer in general. there have been numerous 
studies for specific language pairs: For instance than Ha Nguyer (1995) conducted a 
case study to demonstrate first language transfer in Vietnamese learners of English. 
lie examined a particular language form namely; oral competence in English past 
tense mailing. Ile tried to determine the role of LI transfer in the acquisition of this 
feature because of age. time of exposure to English and place and purpose of learning 
English. 
2.12.2. Intra-lingual Interference 
According to Richards and Samson (1974), the term 'Intra-lingual' refers to 
items produced by the learner of L2 which reflects generalization based on partial 
exposure to the target language. Based on an analysis of English errors produced by 
speakers of a number of unrelated language families: Richards noted sub-categories of 
error types which seem to be common to speakers of diverse languages as they 
develop hypotheses about the structure of English. As in the case of L1 learners, 
attempts are made to derive the rules in accordance with the data to which they have 
been exposed. 'I'hev may develop hypotheses that correspond neither to the mother 
tongue nor to the target language. Such L2 learner's hypotheses result in systematic 
intra-lingual errors. They involve overgeneralization. ignorance of rule restrictions, 
incomplete application of rules. and semantic errors. Richards (1971 a) proposes that 
many intra-lingual errors represent difficulty involving of what are often low level 
rules in the target language, such as differences between the verb inflections in "1 
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ii,/k, she iw alks ". Inferring: that rules such as those concernine suhject - verb 
agreement, prediction, negation. etc. are acquired with considerable amount of 
difficulty in L2 learning which is related to selectional restrictions and to surface 
structure and contextual rules of the language (cited in Richards. 1974:6). 
Krashen (1976) argues that many of the errors in the second language are 
'developmental,' rather solely a result of inference. According to him, mother tongue 
interference is not a significant source of errors. 
Little,. ood (1984) points out that many of L2 learners errors are due to 
incorrect notions and are explicable by direct reference to the target language itself. 
Such errors are precisely what error analysis is attempting to reveal. Those errors 
which are not due to transferring from the mother tongue are called "intra-lingual". 
These errors show the L2 learners are processing the second language in its own terms 
and suggest that the L2 learner is employing strategies, which are often similar to 
those produced by the child in the mother tongue. Thus, intra-lingual interference 
suggests that previous knowledge of the target language may influence and 
characterize later learning of that language. 
2.12.3 Sociolinguistic Situation 
Richard and Sampson (1974:6) state that "different setting for language use result 
in degrees and types of language learning''. According to them the distinction can be 
made in terms of the effects of the socio-cultural setting on the learner's language and 
the relationship bet«een the learner and the target language community manifested by 
linguistic markers of these relations and identities. Factors such as learners' 
motivation for learning the target language and the effects of the socio-cultural setting 
also matter. In the process of language learning, the distinction is made between 
compound co-ordinate bilingualism (Weinreich, 1953; Ervin and Osgood, 1954) 
which rests upon the assumption that different settings for learning may motivate 
different processes of language learning. For example, two languages may be learned 
in the same socio-cultural setting or in two different settings (Richards and Sampson, 
1974). 
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Bell (1976) makes a distinction between three types of bilinguals: 
(1) 	The mono-cultural bilingual is likely to be one who has learned the L2 for 
utilitarian purposes, access to the technological information available in the 
language, the pursuit of research in academic subject, etc, Perhaps it is limited 
to a reading knowledge of the L2, using it as a library language'. 
(11) 	The biculhmal co-ordinate bilingual, is more to have learned the L2 for 
integrative purposes, i.e. for-getting to know the people, tourism, etc, and to 
study the literature and other aspects of the culture of the L2 speech 
community. 
(111) The bicultural compound bilingual, is found among the second-generation 
immigrants, who acquire two L2s and two cultures, that of the home and that 
of the host society, simultaneously. The mentioned types of bilinguals 
illustrate that they learned the L2 in different contexts. 
Lambert (1972) emphasizes the significance of the social psychological 
perspective in the process of second language learning. In this connection, he argues 
that if the student is to be successful in his attempt to learn another social group's 
language, he must be both able and willing to adopt various aspects of behavior, 
including verbal behavior, which characterizes members of other linguistic cultural 
groups. He claims that the learner's ethnocentric tendencies and his attitudes toward 
the other group are believed to determine his success in learning the new language. 
The L2 learner's motivation is thought to be determined both by his attitudes and by 
the type of orientation he has towards learning L2. According to Lambert, the 
orientation here is "instrumental" in form if, for example, the purpose of language is 
learned it reflects the more utilitarian value of linguistic achievement, (i.e., getting 
ahead in one's occupation). When the learner is oriented to learn more about the other 
cultural community (i.e., as if he desired to become a potential member of the other 
group), the orientation here is what Lambert calls "integrative" (Lambert, 1967, in 
Pride and Holmes, 1972:345). 
Corder (1981) claims that the learning of second languages does not take place 
very largely in a formal educational setting. According to him probably the 
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overwhelming majority of bilinguals in the world have not learnt their second 
language in the classroom. In most multilingual communities throughout the world 
the learning of a second language takes place in an infounal situation of language 
contact as a result of exposure to the second language being spoken by native 
speakers, conversing with each other or with a learner; that, in a situation resembling 
those in which a child acquires his mother tongue. This is because in such a setting 
the learner confronts the language as means of conveying messages. Therefore, he 
pays attention to the most salient features of the speech signals in the first instance 
and bases his account of the language on these features, while in the classroom the 
case is different; because the data is written, it does not betray the obviously salient 
features of the language. Also in this setting the learner does not learn so well as the 
data to which he is exposed is not selected or organized. The effect of the social 
situation clearly illustrates that the process of learning a second language is to he 
viewed from a socio-psyehologicat perspective. 
2.12.4 Modality 
The learner's language may fluctuate according to this factor, the modality of 
exposure to the target language and modality of production may influence the 
learner's language. Richards and Samson claim that the production and perception of 
the L2 learner may involve the acquisition of two partially overlapping systems. 
Vildomec (1963) notes that interference between the bilingual's languages is basically 
on the productive rather than receptive side. Nemser (1971) proposes that two 
different systems may be internalized in the target language depending on the 
modality. He observed that in the productive modality, phonological replacements are 
different depending on whether the learner was imitating utterances he heard or 
producing speech spontaneously. George (1971) describes learning difficulties 
derived from audio-lingual introduction to is. hoc, in unstressed positions. which may 
be realized as !z,' leading to identification as She iY a book Her nume has Srin. Other 
instances of modality which influences (he learner's . approximative systems are 




In the domain of second language learning, it has been noted that children 
learn L2 more easily and more proficiently than adults do. this phenomenon is 
attributed to the fact of losing of the necessary flexibility for mastery of L2 in the 
process of biological maturation. The evidence that language learning is an easier 
process at an early age comes from various sources. It is observed most strikingly in 
any language contact situation, such as a situation in which groups speaking on 
language live in proximity to and interaction with speakers of another language. Cases 
that have been most widely noted involve the language acquisition of new immigrants 
and of children brought up by bilingual parents_ In circumstances such as these it has 
been found that whereas with adequate exposure children become completely 
bilingual, and are able to speak both languages with fluency and accuracy that makes 
them undistinguishable from monolingual speakers, adults brought into contact with 
the second language for the first time never succeed in ridding their speech in the 
second language of traces of the mother tongue. The contrast between the child and 
the adult makes it obvious that the child learns another language as he learned his 
mother tongue while the adults lose this ability to do so. Littlewood (1984) puts it: In 
the following words: 
The most common explanation for this observation is that there is a 'critical 
period' during which the brain is flexible and learning can occur naturally and easily. 
Since this period ends around puberty, adolescents and adults can no longer call upon 
these natural learning capacities. 
In one of the earliest studies on second language learning, Lennelicrg (1967) 
claims that there is a certain period for acquisition of a second language. During this 
period, which is identified as "critical period" in language acquisition, Lenneberg 
hypothesizes that the acquisition of language is an innate process determined by 
biological factors which limits the critical period for acquisition for a language from 
roughly two years of age. Lenneberg believes that after lateralization. which is a 
process by which the two sides of brain lose plasticity. The lateralization of the 
language function is normally completed by puberty, making post-adolescent 
language acquisition difficult. 
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When time and exposure to a second language is controlled, adults and 
adolescents generally are faster at initial stages of second language learning than 
children; older children progress faster than younger children in acquiring 
morphological and lexical aspects of L2. 
2.12.6 Successions of Approximative Systems 
As it has been discussed earlier, the second language learner's system lacks 
the stability due to the fact that the learner is constantly formulating, testing and 
revising his hypotheses about how the target language works and consequently 
improve it continuously. Additional reason for this unstable system is that the 
circumstances for individual language learning arc never identical. 'therefore, the 
acquisition of lexical, phonological and syntactic items varies from one individual to 
another. This claim gets support from the fact that it is rare for L2 learner to use an 
error or overuse a give structure 100% of the time. However, Whinnom (1971) states 
that the general direction which the learner's system makes may be predictable" 
(Richards and Sampson, 1974: I l). According to them most studies of second 
language learners system have dealt with learner's production rather than his 
comprehension of language, therefore, they raise the question as to whether the 
grammar by which the learner understands speech (receptive competence) is the same 
as that by which he produces speech (productive competence). 'they assume that the 
learner hears a significant number of deviant sentences. They also note another 
phenomenon which is evidence of the instability of the learner's appmxintative 
system in that there are many elements which are observed to go through a stage 
where they are sometimes used and sometimes omitted. Therefore, when rules for 
items or structure unique to learners' approximative systems are to be written, they 
will have to be embodied in a format reflecting their probability of occurrence. 
Richards and Sampson claim that the existence of such novel data is strung for the 
autonomy of approximative system as distinct from both native and target systems. 
This claim of autonomy for approximative system does not, however, preclude their 
dependence on either Li or L2 systems (p.12). 
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2.12.7 Universal Hierarchy of Difficulty 
Richards and Sampson (1974) point out that this factor is concerned with 
inherent difficulty for certain phonological, syntactic or semantic items and structures. 
They claim that some forms may be inherently difficult to learn regardless of the 
background of the learner, not only for non-native speakers of a given language, but 
also for native speakers as well. Richards and Sampson state that "if a hierarchy of 
difficulty is postulated for learners of a given language background, it must include 
not only inter-language difficulties but also take into account a possible universal 
hierarchy of difficulty" (p.13). They also assume that the concept of difficulty affect 
the learner's organization of what he perceives (learning strategies) and the 
organization of what he produces (communication strategies). Regarding identifying 
the areas of difficulty in terns of inter-lingual difference for the learner, they assume 
that it is feasible to compare categories across languages, but practically may not be 
possible. 
Many aspects of language learning are very difficult to analyse into specific 
responses, and even where it is possible, the responses are varying and at different 
levels (one item may belong to two levels in one language and tour in another) .. . 
degrees of learning would have to be examined in terms of specific instances rather 
than with the general category of responses. (Cited by Richard and Sampson in 
Richards, 1974:13). They argue that what the L2 learner lads difficult will also 
depend on the degree and nature of what already he has acquired of L2. In other 
words, the learner's knowledge of the L2 will form part of the data From which he 
infers the meaning of new elements. According to Richards and Sampson, the concept 
of difficulty in language learning has been defined by psycholinguists in terms of such 
factors as sentence length, processing time required, derivational complexity, types of 
embedding, number of transformations, and semantic complexity. The L2 learner's 
difficulties in comprehension have also been discussed. As for production, the 
learners' output is organized in terms of what he finds easiest to say. Definitely, what 
the learner says is not necessarily identifiable with what he knows about the target 
language. This is because he may avoid a word or structure which he finds difficult to 
use. This may force the learner to choose a particular tense instead of the required 
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one. For example (I'm going Jo telephone YOU (anight instead of I'll telephone you 
tonight). 
Richards and Sampson maintain that facility and economy of effort may 
explain why first learned words and structures tend to be overused and may resist 
replacement by later taught items (Richards and Sampson in Richards, 1974, p.14). 
Thus, in the light of the above-mentioned discussion, it can be said that universal 
hierarchy of difficulty influences the L2 learner's system. We can also say that first 
language interference is the rnajor source of the learners' errors, but it is one possible 
source among many others. 
2.19 Summary 
To sum up we have reviewed a cross-section of the literature related to second 
language learning dealing with Contrastive Analysis, Error Analysis and Inter-
language which constitute three main active fields of research in applied linguistics. 
We have also discussed them as three evolutionary phases of one goal-the goal of 
understanding and explaining the learners' performance in the target language. 
Contrastive analysis, though found theoretically inadequate, seems to be significant 
from the point of view of the empirical evidence available. Even proponents of error 
analysis and inter-language such as Corder (1967)Richards (1971 ) and Selinker 
(1972) have not denied the imponance of contrastive analysis. There is aconsensus of 
opinion among all specialists that the empirical validity of contrastive analysis has to 
be verified on a reliable basis. 
In fact, what Lado (1957:72) remarked, remains valid, when he stated then 
that "the output of a contrastive analysis must be considered as a list of hypothetical 
problems until final validation is achieved by checking it against the actual speech of 
students". With the availability of more adequate linguistic theories and grammatical 
models and with error analysis as a research technique for verifying and 
supplementing contrastive studies. we should expect fewer controversial and niore 
conclusive and definitive findings from data-oriented studios. It is illy view that the 
validity of contrastive analysis can he reinforced and established by; 
a) Replicating the contrastive studies which have been tested in some way; 
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b) Testing the contrastive analysis which has been undertaken; and 
c) Undertaking contrastive analyses of languages that have not been examined 
Yet. 
This study represents the last category in that it involves two typologically 
different languages (i.e. Urdu and English) which have not been much studied and 
tested. It also combines two approaches, namely, contrastive analysis a priori and 
error analysis a posteriori with the common objectives of gaining insights into the 
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A CONTRASTIVE ANALYSIS OF ENGLISH 
PREPOSITIONS AND URDU POSTPOSITIONS 
This chapter will present a contrastive analysis of some selected prepositions 
in English and postpositions in Urdu with a view to finding out which English 
preposition can be used as equivalent of a postposition in Urdu. It will also highlight 
the areas where there is no one to one equivalent. 
3.1 	Prepositions in English; Single and Compound 
In grammar, a preposition is a part of speech that introduces a prepositional 
phrase. For example, in the sentence "The cat sleeps on the sofa", the word on is a 
preposition. introducing the prepositional Phrase "on the .sofa". In English, the most 
used prepositions are of, to, in. for, with and on. A preposition indicates a relation 
between things mentioned in a sentence. Many style guides suggest that prepositions 
should not be placed at the end of a sentence or be separated from the verb if it is a 
part of the phrasal verb unless it is necessary to maintain its structure or avoid an 
awkward phrasing. However, Winston Churchill said, this is a rule up with which we 
should not put. 
A preposition typically precedes an NP and highlights its spatio-temporal 
relations with the verb_ Prepositions such as at, in, into, onto, within, without, across 
are of this type. 
The word preposition comes from t e Latin and Greek words for to put 
before." The noun or pronoun preceded by a preposition is known as the object of a 
preposition. The combination of a preposition and a noun phrase is called a 
Prepositional Phrase (PP). In the sentence, "The cat is on the bed, " "on" is the 
preposition that links 'cat" and "bed' The bed is the object of the preposition. On the 
bed is a PP. 
The following list contains some of the single repositions of English: 
about, above, after, against, along, among, around, at. before, behind, below, 
beneath, beside, between, beyond, by clown. wring, for, froth, in, inside, irrto, near, 
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of off. on. onto, outsicle, over, since, thI•c►1i,'hoot, till, to, lohcwds, under, underneath, 
until, up, upon, with, ►i ithout. 
A Preposition does not always exist as a single word. A compound preposition 
is made up of two or more words grouped together. For example. In addition to, in 
,front of in the corner of are the examples of compound prepositions. 
The following list contains some other compound prepositions in English: 
ahead off. usicle from, along ii/h. away from, because of but . for, by means of by 
l'Ytnc' of clo.CN to, clue to, ill UCcolYlUnCe 'with, in advance, in case of in t1)l►ipC1yl.4on 
of in/ovum' of in. fi•ont of in lieu of in place of in relulion to, in respect of next to, on 
account of: omit of, outside of with reference to, with respect to. etc. 
There are hardly any rules as to when to use a particular preposition. For the 
learners of English as a second language the best way to learn the use of prepositions 
is to look them up in a dictionary, read a lot in English (literature) and learn their 
usage. 
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The tollov ink tables contain some of the nn~st frequently used prepositions in English 
and indicate their uses. 
Some of these prepositions can be used as adverbs as well as shown in Table 3.1. 
3.1.1 Prepositions Indicating Time 
TABLE 3.1 
English Usage Example 
On 	• days of the week • on Monday 
In • months / seasons 	 r • in August/in winter 
• time of day • in the morning 
■ year • in 2006 
• After a certain period of time (when?) • in an hour 
At for night ■ at night 
• for is-eekenct • at the weekend 
■ a certain point of time 'when?) • at half past nine 
• for age • She learned Russian at 
the age of 45. 
• point of time ■ At 7:30 P.M. 
Since 	• from a certain point of time (past till a ■ since 1980 
point of time) 
For over a certain period of time (past till • for 2 years -- 	— 
now) 
Ago 	• a certain time in the past • 2 years ago 
Before 	• earlier than a certain point of time ■ before 2004 
To 	• telling the period of time • ten to six (5:50) 
to / till marking the beginning and end of a • from 	Monday 	to/till 
period of time Friday 
till ! 	■ in the sense of lvuli' long • He is on holiday until 
until 	• endpoint at tune Friday/November/ 
By 	• in the sense of at the latest • I will 	be back by 6 
o'clock. 
■ up to a certain time I • By 	11 	o'clock, 	I 	had 
read five pages. 
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3.1.2 Prepositions Indicating Location 
TABLE 3.2 
English Usage Example 
In room, 	building, 	street, 	town, • in 	the 	kitchen, 	in 
country Delhi 
• book, paper etc. • in the book 
• car, taxi • in the car, in a taxi 
• picture, world • in the picture. in the 
world_ 
At • next to. by an object to indicate • at 	the 	door, 	at 	the 
physical location, station 
• For events as location • at 	a 	concert, 	at 	the 
party 
• place 	where 	you 	are 	to 	do • at 	the 	cinema, 	at 
something typical (watch a film, school, at work 
study, work) 	 ____ 
On • attached to something • the 	picture 	on 	the l 
wall 
• for a place located at a river side • Delhi 	ties 	on 	the 
Yamuna. 
• being on a surface 
• for being on a certain side (left, on the table 
right) • on the left 
• for being on a floor in a house • on the first floor 
• for public transport • on the bus, on a plane 
• for television, radio   • on TV, on the radio 
by. • left 	or 	right 	of 	somebody 	or • Jane is standing by) 
beside something beside the car. 
the bag is under the Under • on the level, lower than (or covered 
by) something else table 
Below • lower than something else • the fish arc below the 
surface 
Over • covered by something else • put a jacket over your 
shirt 
• meaning more than • over 16 years of age 
• getting to the other side • walk over the bridge 
climb over the wall_ 
Above • higher than something else, but not • a path above the lake 
directly over it 
Across • getting to the other side • walk 	across 	the 
bridge 
• getting to the other side • swim across the lake 
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3.1.3 Prepositions Indicating Movement 
Some prepositions suggest movement rather than location (with reference to time or 
place). They are listed in Table 3.3 
TABLE 3.3 
English Usage 	 Example 
• movement 	to 	person 	or 	• 	go to the cinema • to 
building 
• movement 	to 	a 	place 	or 	• 	go 	to 	London! 
country Ireland 
go to bed 
• into • enter a room / a building • go 	into 	the 
kitchen / the house 
• through • Moving in one side and out • drive through the 
of the other side, tunnel 
• towards • movement in a direction of • go 	five 	steps 
something (but not directly towards the house 
to it) 
• onto • movement 	to 	the 	top 	of • jump onto the table 
something  
• from • in 	Tile 	sense 	of 	flan 	a • a flower from the 
standing point garden 
• in • entering a car / taxi 	 • 	get in the car 
• leaving 	a 	public 	transport 	• 	get off the train • off 
vehicle 
• out of 	 • 	leaving a car / taxi • get out of the taxi 
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3.1.4 Prepositions Indicating Possession 
TABLE 3.4 
Engles 	 Usage 	 Exam ]e 
of • wholcvhat does it belong to 	 • a page of the book 
relationship between two entities 	• the picture of a palace 
• by 	• who made it 	 • a book by Mark 
Twain 
Some prepositions indicate means such as, on in, by 
3.1.5 Preposition Indicating Means 
TABLE 3.5 
English Usage 	 Example 
• on • walking or riding on 	foot, 	on 
• entering 	a public transporti horseback 
vehicle get on the bus_ 
• by Means 	of 	travelling 	(other 	than 
walking or horse riding) • by car, by bus 
• With Instrument 	used 	to 	achieve with a knife 
something. 
Prepositions suggesting means are: by, on, trirh 
We may note that the same preposition may have several functions for 
instance, by suggests location (by his side).movernent (by car) and an agent 
performing an action. 
3.2. 	Some fixed Prepositions with Nouns and Adjectives 
Some prepositions are sometimes so firmly wedded to other words that they have 
practically become one word, it usually happens in case of a noun preposition or 
adjective preposition combinations. A list of sonic randomly selected combinations is 
given in Table 3.6, 3.7. 
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Table 3.6 
Noun and Preposition Combinations 
approval of fondness for need for 
awareness of grasp of participation in 
belief in hatred of reason for 
concern for hope for respect for 
confusion about interest in success in 
desire for understanding of 
"Table 3.7 
Adjective and Preposition Combinations 
afraid of found of proud of 
angry at happy about similar to 
aware of' interested in sorry for 
capable of jealous of' sure of 
careless about made of' tired of' 
familiar with married to worried about 
When the entity which is usually known as a preposition is attached to a verb 
and modifies its meaning it is called a particle and the verb-particle combination is 
called a phrusal verb. 
The phrasal verb is different from a verb followed by a prepositions in some 
ways. For instance, we may look at (I) and (2). 
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1(a). The machine turns on a cent ral pivot. 
2(a). Pop music turns on young people. 
In (1) turns is followed by on but this on is the head of the prepositional phrase 
(pp) on a central pivot. The criterion of substitution proves the point this Turns can 
be replaced by rotates. In (2) turns on (i.c_ the verb-particle combination) is one unit 
and can he replaced by srimulates or excites. In other words (la) can be rewritten as 
(1 b) and (2a) as (2b) without chancing their meanings. 
1(b). This machine rotates on a pivot. 
2 (b). Pop music stimulates /excites Young people. 
In short, turn in 1(b) is one semantic unit but the word on in 1(a) is a separate 
semantic unit and is a preposition, meaning at the point of. 
Since I am concemed with preposition and not phrasal verbs, I will not discuss 
such idiomatic combinations in this thesis. 
3.3 	Postpositions in Urdu: Definition and their Functions 
Urdu has postpositions whereas a language like English has prepositions. The 
postposition has the same function in a postpositional language as the preposition has 
in a prepositional language; In Urdu the postposition is placed after an NP and it 
establish as the relation of that NP with other parts of the sentence in which it occurs. 
In English the preposition is placed before an NP For example: 
English: 	The hook is lying on the table. 
Urdu: 	kita: b mez per hai. 
Notice that in English the word on occurs before the noun phrase in the table. 
In Urdu the equivalent word par is placed after the noun maz. in this unit we will 
discuss some important postpositions of Urdu. 
The postpositions denote relations of nouns or pronouns with the verb in the 
sentence. For instance, par indicates the basic relations of location of the book with 
reference to the verb be. There are some post positions indicating; 
73 
Location 
a: par (upon). fear (on). in (in). 
anclar (ln `into). ina' par ; ke u:har(on the table) 
clar•u:: ku ,-mclar mJ (in the drawer) 
Of time 
par (on). inj (in), su.r,)j ugne par (on sunrise).ra:t lne (At night) 
Possessive relation between two NPs, e.g. ka: `of 
abcl l ku: beta: (Son of Abdul) 
lcski: beti: (His daughter) 
uske larke (1Iis children) 
3 .3.1 	In the following sections we look at some important postpositions in Urdu 
and their functions. 
3.3.1.1. The Use of me 
a) me and ke andar (in) indicate location 'where' or in which enclosure. 
1. ►-u: in kamre nle.' ke anda,- hai. 
Room in is 
Ram is in the room. 
2. c/era:: rnt? kita. b raklli hui 
drawer in book kept 
The book is in the drawer. 
b) me and ke andcn - are also used to express duration of - time. 
3. hu:Inid do din ln clehli: 1»lnzucber: 
tlunlid two clay's in Delhi reached 
I lamid reached Delhi in two days. 
4. ye kcr: m do din ke amdar- ho ja. egu: 
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This work two da}'s in it -ill occur 
This work will be done within two days. 
5. sa: hra pcic minat in ca: e bana: Teti: hai. 
Sahlra f Ive minute in tea prepares 
Sabira prepares tea in five minutes. 
c) me can also be used to express `cost'/ `price' 
6. ek li: tar clu: c1h kitne in a: ta: hal. 
One litre milk hoti,• much in comes 
\Vhat is the cost of one litre of milk? 
7. ek Ii: tar cltr: clh Juc rube mC al  a: hai. 
One litre nnilk . fm'e rupees in conies 
One litre of milk costs five rupees. 
8. tine kita: b das rope me milli: hai. 
This book ten rupees in is available 
This book costs ten rupees. 
3.3.1.2The use of par and he u:par 
9. par can he used to express a point 0!' time. e.g. 
1 . gari: pth hajkar clan mlHWal par a!: 
Train five past ten minutes come 
The train arrived at ten minutes past live. 
10. par also denotes location and position, `on' `upon', `at' 
2. kite: h n)a: 	hcri. 
Book table on is 
This book is on the table. 
1 1. 101)1: sar par hai. 
('up head on is 
The cap is on the head. 
12. it o ghoi•e par s.»>•a: r 17(1i. 
He horse on rides 
He is riding a horse. 
13. ahmad clarva: =e pair kha,•ax hai. 
Ahmad door at standing is 
Ahmed is standing at the door. 
c) par is also used with object of verb denoting mercy, faith. anger etc. e.g. 
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14. us par xuda: ki: maharha: ni.: ho. 
Him on God's blessings mcry be 
May God's blessing be on him. 
15. nmjhe as par b3hat hasi: ai:. 
To me him on much laugh 
I laugh a lot at him. 
d) On many occasions ke wpar (on) is also used for ` on', - upon'. e.g. 
16. me moz ke u. par hae(h gaya: 
Ilable upon sat 
I sat on the table. 
17. chat ke u. par ja: kar boeth ja. o 
Terrace on go sit. 
Go and sit on the terrace 
3.3.1.3 The use of ka:, ke, ki: 
ka:, ke, ki: are a different type of postpositions. They are the three forms of the 
same word (ka:). ka: relates to a noun, to its preceding noun or adjective in a noun 
phrase. The forms kcr:, ke, ki: are selected in agreement with the number and gender 
of the noun that follows it as in roan ka: ghar 'Ram's house'. In this sentence gher 
(ghar) is masculine and hence ka is used, In ra:m ki duka:n (Ram's shop), duka:n is 
feminine, hence ki: is used. Similarly in ra:m ke ghor (Ram's house) and rrr:m ki 
duka:n (Ram's shops) ke.and ki: are in agreement with masculine and feminine plural 
nouns that follow them. 
a) Possession: 
ka: and its variants ke and ki: are postpositions which denote alienable 
relation; 
18. sa.jid ka: galom adcha: hdl 
Sajid's pen good is. 
Sajid's pen is good. 
19. ha:nrid ke kap7"e sofhai. 
11amid'c cloths clean are 
Hamid's cloths are clean. 
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b) 	ka:, ke,ki: may indicate inalienable relation 
0. 	ru. jan ka: bhui: chili: me rehtu: hai. 
Rujun 's brother Delhi in live is. 
Rajan's brother lives in Delhi. 
21. ra. clha ki: be/tan u: gra nle relni: hcrl 
Raclha 's sister .-1 ~gra in live is.. 
Radha's sister lives in Agra. 
22. cla:ni/ke bhcr: is ahmacla: ha: d ?1u re/lie hui 
Danish s brother .-1Mtteclahue1 in lives are.. 
Danish's brothers live in Ahmedabad. 
23. ra.fid ki: behan lakhnau inc rehti: hai. 
Rashid 's sister Lucknow in lives is. 
Rashids sister lives in Lucknow. 
c) Whenever there is a Noun-noun combination in a noun phrase (NP)ka or its 
variant is used to form the NP 
_'4.one ka: liar di: rnti. hcri 
Golcl of necklace expensive is.. 
golden necklace is expensive. 
2 . lar•ki: ki: ma u: bsu: rat hai. 
IJ oocl table beautiful is. 
The wooden table is beautiful. 
26. cacti: ke gilcr: s saste hui. 
Silver of Klass cheap are. 
The silver glasses are cheap. 
d) \Worth: 
27. kite: b ckas rape ki: hai. 
Book ten rupees is 
The book costs ten rupees. 
28. paces: s hcese ku: Iwtnak lcr: o. 
Fitiy poise of saltbring 
Get salt for fifty paise. 
In (27) «•e are talking about cl s rape ki: kilah(u hook ironfi ten rupees) 
cntd in (25) paYn:s pcese ka: mtuak ( Salt worth fIfiv eaisu. 
Some other uses of Ku may be noted in the following sentences: 
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e) Tine: 
29. a:r so:! ka: baceu: isku: l ju: tu: hui. 
Four years of child school goes 
A child of four years goes to school. 
30. .far•rrr: q ki: clas su:l ki: n i.'kr•i: her: qi: hai. 
Farooq o, ten )-ear 'S service is left 
Farooq has ten years of service remaining. 
In (30) there are two ki:, one links Farooq and to das su:l 'ten years' 
and the other links das so.! 'ten years' to nokri: service. 
1) Dimension/measure/space: 
31. cu: dar• do ga: ki: hai. 
Sheet ttit'o yards 0J is. 
The sheet is of two yards. 
32. do kamre ka: ,taker: n .xu: li: hai. 
JU'O-rooln house vacant is. 
A two-room house is vacant. 
g) ka:, key, ki: are also used with nouns denoting characteristic relationship: 
3. hae ko mu ku: p3 u: r ccr: hit e. 
child to ntut/ier 's• love is needed 
A child needs mother's love 
34. kurle ki: afo: clu: ri: ma/ir: r hai. 
A dog's faithfulness is well known. 
35. rcr. j mahal ki: iii.' h.s u. r t is a1)ne a. 'p me anokhi: hai. 
Tcrj Aloha! of beauty use/tin unique is. 
The beauty of the Ta.j Mahal is unique in itself. 
3.3.1.4 The use of tie 
The postposition rye is placed after the subject when the verb is transitive in the 
perfective aspect and it agrees with the nearest object as in (37-38). 
36. si: rna: ne seb kha. tYu: . 
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Seenza apple ate 
Seema ate an apple. 
37. bclul ne cu: e pi:. 
Ahtlul tea drunk 
Abdul drank tea. 
36. Shows that the verb khu:yu: (ate) is in the masculine form because seb 
(apple) is masculine. In (37) chute (tea) is feminine, and the verb that follows it is pi: 
(drank) feminine perfect. Further we may look at (38-40); 
38. sa:ra: ne ~ihnr.)cl ko dekha.. 
Sara .-E Mntecl scnl , 
Sara saw Ahmad 
39. sa:ra: ne kahu:. 
Sara said. 
-40. aluni l ne kaha.. 
Ahmed said. 
In (38) there is no, agreement between the verb and the object. Since the 
subject is followed by ne it does not agree with the .,erb. The verb does not agree with 
the verb because it is followed by ko. 
We may look at (41-43) 
41. hike me kha: yu:. 
Boy ate 
m.sg m.sg 
the boy ate. 
42. Iarkiyo tie kha .rya: 
Girls 	We  
m.sg 
The girls ate. 
43. larko ne khu: ya. . 
Rohr• 	cite 
1fl.1)1 	nn..g 
The boys ate. 
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We may note that whatever is the condition, whether the subject is masculine or 
feminine, singular or plural if the verb is preceded by the NP to which the 
postposition 17c is attached and another NP to which ko is attached, the form of 
kha.•nil: (to cat) remains the same, as in (41-43),that is. its form is in third person, 
masculine and singular. If the verbs are preceded by an object NP and is not marked 
by ko and the subject is marked by ne the verb agrees with the object, as in (44-47). 
44 .1.)1•ke ne }'e bal: t kaki.. 
Bob' this said 
.I sg 	.1: sg 
The boy said this thin. 
45.larke ,w ye fer par/7a. 
Bo%' this couplet leciteel 
	
177. s 	177. s',f; 
The boy recited this couplet. 
46. la1'ki: lie ye Jilthi: par/ii:. 
Girl this letter recut 
_1 sg 	.1: sg 
The girl read this letter. 
47. la~•ki: ne lye xal p?? /ia:. . 
Girls this letter react 
J sg J: 'g 
The girl read this letter. 
The typical transitive verbs which take ne construction are par/ma (to read), 
likhna (to \vritc), lena (to take), dena (to give). se: khnu (to learn), kha.:ncr: (to eat), 
1pi:nu (to drink) etc. llowever, verbs like lama: (to bring). hhu:lnu: (to forget). holna 
(to speak) are exceptions to the agreement rule given above since they do not take the 
ne construction. 
48. hlla. l: ba_a: r7U: na h1771:1 gavel. 
Brother market going forget. 
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Brother forgot to go to the market. 
49. bhu: is ho :Inu bhu:1 goyu. 
Brother speak forgot. 
Brother forgot to speak. 
50. /tu: n,icl:o,• se ho/a:. 
I lamid loudly spoke. 
Hamid spoke loudly. 
3.3.1.5 The Use of se 
The postposition se is used to suggest the starting point of time or place as in 51 
and52 respectively. 
51. vo cu: r• baje se bai fhu hai. 
He tour o'clock since is sitting 
Ile has been sitting since four o'clock. 
52. vo mumbai se a:va: hai 
lie Nluinbai from come has 
Ile has come from Mumbai 
Some other uses of se are listed below. 
a) Means or agency; 
53.a/nzacl cj~l.~m se Ilk/nu: hai 
AI,nrucl hen with tii rites• 
Ahmed writes with a pen. 
54. sa: bra: cu: y,r: se phol ku: lti: hai 
Sabra knife, itith fruit cut.... 
Sabira cuts the fruit with a knits. 
b) \fanner: 
55. hu: mist c,rclu: a: sa: Uzi: se p.~rh Leta: hat. 
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Hamid Urdu ease with reads 
Hamid reads Urdu with ease. 
56. si. nla: i 11 fkil se ka. m kar pa: I:. 
Seem (lifficulti with work do could 
Seema could do the work with difficulty. 
c) Connection/Association: 
57. pankhcl: c'h at .vc 1 atka: hai. 
Fan ceiling from hangs 
The fan hams from the ceiling. 
58. ahtnad ne hu: nzid se ha th m11U: %a.. 
;1/i mad Hanzid with shook hand. 
Ahmed shook hands with Hamid. 
d) Separation / or keeping away from: 
59. larku: su: ikil se gir 
Boy cycle from  fill oil 
The boy fell off the cycle. 
60. burl: sohbat se bxco. 
Bad cO1111)(1i1-,/roi;? scive 
Save )'ourself from bad company. 
61. pure logo se du. r raho. 
Bad people,i-o1;l lI1sslance keep 
Keep away from bad people. 
e) Difference and comparison: 
62. fa. hid se hel: nzid hare: hai. 
1•'ron7 Shahid IiUn id elder is. 
I lamid is elder to Shaahid 
63. hu:lrlicl ki: gaini: ku: cli:u: in sah se >lag hai. 
Hanlid of'shirt of design all from seprare: unique 
The design of I iamid's shirt is unique. 
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It is also used with indirect objects (persons) in sentences with verbs of 
speaking/telling: bona (to speak). kahnu: (to say), surn:a: (to hear), e.g. 
64. ?1 u1latI ne ra: rn se kahcr: . 
Ahmad Ram told. 
Ahmed told Rain 
65. si: ma ne hints se sallcr: l pi ca: . 
Seema Hints question asked. 
Seema asked Hina a question. 
66. ha: mid ne sa.•jicl se kiia: h ii:. 
Hamid Sajid from book took. 
I lamed took a book from Said. 
Some compound postpositions are preceded by ke, as in (6%--4) 
Some other postpositions used with ke 
'ke m(l,)r ' 'it'ithini inside 
67. kita. h c!► iar ke antear hai. 
Book clralt'er 1l157C1G' is 
The book is inside the drawer. 
'ke sa: mne ' 'ke a: ge ' 'in front  of before 
68. ka: r his ke sa: nine hai. 
Car bus in front of is 
The car is in front of the bus. 
69. vu uske a: gc khara tllu: . 
He in front of him standing was 
He was standing before him. 
ke pi: the ' 'Behind ' 
70. larku: cli: va:r ke hi: the e'/tipa: hai. 
Boy wall of behind hide is. 
The boys is hiding behind the wall. 
'ke u: per ' 'upon ahove 
71. kites: h pre= ke u: par rakho. 
Book iarhie upon keel) 
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Keep the book upon the table. 
'ke nice'upon/above 
72. darazt ke nide fer btetha hai. 
Tree under lion sitting is. 
A lion is sitting under the tree. 
73. billi: paldng ke ni:ce so!: hut thi:. 
Cat bed under sleeping was. 
The cat was sleeping beneath the bed. 
'keba:d' 'after' 
74. sa:jidho:midkeja:ne ke ba:d a:ya. 
Solid Karnid going after came. 
Sajid came after IIamid had left. 
3.4 	Some Other Functions of Fustpositions 
The following are some examples of the functions of postpositions 
75. j~n ne hit ko kita: h di. 
In this sentence ko' connect Rill to the verb and forms the post positional 
phrase bit ko `to bil' ne suggest that the postpositional phrase 'john ne is the subject 
of the sentence. 
76. vu ali:gdth se nai dilii gayer: 
Here `se' connects 'ali:garh'to dilli 'gaga:'. However, there is no postposition 
to connect New Delhi to gava: it is understood that there is relation between the verb 
geya: and the noun phrase New Delhi. 
The contrast between the Urdu sentence in (76) and its English equivalent 
suggests interesting point. In English we need; from' noun phrase to indicate the place 
of departure and to indicate the place of arrival. But it is not so in Urdu. the place of 
arrival is an NP rather than a postpositional phrase (PoP). 
In other words, there may not be one to one correspondence between 
sentences in regard to the use of prepositions in English and postpositions in Urdu. 
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Though there is an equivalent for se for from and 'tak' for '1o'. The presence of 
tak' is not needed in (76). However, if we just indicate the point of arrival more 
specifically then tk' is present, as in (77). 
77a. ye ga: cli: prat dfflli: tak .ja: ti. hai 
We may note that, there is a difference between (79a) and (79b) 
77b. ye gaa: dl: d lll: Ja: 11: hal 
This train Delhi goes 
This train goes to Delhi. 
(77a) suggests that the train terminates at Delhi but (77b) can be used even if the train 
goes some other place via Delhi. 
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Single postposition in Urdu 
Table 3.8: 
Contains the list of simple postpositions in Urdu: 
L rdu !'ostpositions Equivalents Preposition in English 
par at, on 
ni: ce, down 
for, from Se 
mê'• andar 	 in  
pus 	 near 
ka, ki., ke 	 of 
u. per upon, above, over 
sa: th, pus: with 
1a >bhag>, tagri: ban about 
c1arnri a ►► 	 between, amid 
Pehle 	 before 
pi:the behind 
ni. cYe below, beneath, under 
Flu: vu., except, besides 
andar into 
tak. until 
ha ralr without 
Table 3.9: 
Contains the list of Compound l'ostpositions in Urdu 
Compound prepositions 	 Equivalent prepositions in English 
Se for, from, with 
alu: i u, se beside 
tak till 
ke ►nutu: hiq about 
ke clarn►ij a: n among, between 
andar ki taraf inside 
»ncta:liJ , rut. opposite 
ek sire ce clu: sre sire tak Throughout 
ki taraf Towards 
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Phrasal Postpositions in Urdu 
Table 3.10 
Contains the Phrasal Postpositions in Urdu 
Phrasal Postpositiors in Urdu English Equivalent Prepositions 
jaha. n tak. as far 
ke alu: ea: except for, a-part from 
ke a:ge in front of 
ki jagah instead of, in place of 
ke muta:biq accordingto 
ba sabab due to 
ke ha: d After 
ba: sahabi ki: vajoh se owing to 
oh tak, up to 
ke bara:bar along with 
ba:muta:biq, as per 
ki madad ya: nruxaafat but for 
ke ba.d as of 
ke sabab because of 
ke sa: th together with 
in aid of 
on behalf of 
L ki: madad me 
ki: tarafse 
ke sa: coney in front of 
ke badley, ki: jagha: 
ke badley 
in lieu of 
in place of 
ke talafine, ki: ta(a.f  mi in search of 
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ki: vajah se in view of, on account of 
ki: harlot me, cesi: su:rat me in case of 
hlma: yat se, kisi: ke haq me in favour of 
to:/luq se in respect of 
in spite of ke ba:vajzr:d 
ke muta:biq in accordance with 
ke muga:ble me in comparison to 
kip bina. par, ke bal par by virtue of 
by means of ke zariye 
ki. tarafse on behalf of 
jand tak as far as 
ki: va.tir l'or the sake of 
ke bar re me, with respect to, about 
la:lluq.se in relation to 
ke havar le Sc with reference to 
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3.5 	Contrastive Study of Postposition in Urdu with Preposition in English 
In this section we make an attempt to compare each postposition of Urdu with 
as many prepositions in English as in use and each prepositions of English with as 
mans postpositions in Urdu as in use, as shown in Table 1.11 
Table3.11 
between 
























ek sire se chi. sre sire tak through 
throe thout 
in 
J)tE' 	 into 
tak 	 till 
until 
nacdi: k 	 beside 
near 
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For instance biic{z (;re) in Urdu can be translated as bettit een. among, amid. 
I Iowever, it does not mean that bete een, among, amid have the same functions 
in English. Bettii'een is used to indicate the separation or connection between two 
places. people or points in time as in (78-79). 
78. The survey shovers a link between asthma and air pollution. 
79. The tit-all between East and il'est Berlin came clomt•n in 1989. 
.Among is used to indicate that it is in the middle of or surrounded by 
other things or a part of a group or in a group of a people or things named, as in (80- 
80. She . felt lone/j' among all these strange people. 
Si. They discussed it ciino lg themselves 
Amid is used to indicate in the middle or surrounded by, for example: 
82. A new perfume 'i'as launched amid a fixnfar•e of puhlicitl'. 
As noted above, these distinctions are not retained in Urdu; we have the 
same postposition ke bi: c (nrJ, in all the cases. 
I'he postposition aiulir in Urdu can be translated as inside. ii'ithin, during which 
however does not mean that inside, within: during convey the sane sense in English. 
let us look at sentences in (83-85) to illustrate the point. 
Inside is used to indicate something being in the inner part: space or side of 
something else for example: 
83. He tried to get inside her mind. 
Within is used to indicate inside or not beyond (a particular area, limit or 
period of time), as in (84): 
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84. The tic'ket5.1s!,o1/tl reach 1 l'ol, lt - Ithl,J ci lt'eek. 
Dlu'in is used to indicate a period of time between the beginning and the end 
of a period, as in (85): 
85. U e hope to Spend some nTEkenc1.s in the counn• during the sumnes. 
u: par in Urdu can be translated as over, upon. up. above. I towever. it does not 
mean that over, upon. up. above have the same function. For example over is used to 
indicate a position above or higher than something else, so that one thing covers the 
other, as in (86): 
86. The horse jtnnped over tlre_tertce. 
Coil is used to indicate on in a more formal sense, as in (87). 
81. His cirgttunents were hosed f upon fuels. 
(: j) is used to indicate 'the top of,' as in (88). 
NN His house is t,p the hill. 
Above is used to indicate higher than, more than, as in (89): 
89. Our itages are above average. 
The postposition ke ni. ce in l rdu can be translated as under, hc'lotit - , beneath, 
cloitn, underneath but it does not mean that under, he/on. beneath, down, underneath 
have exact by the same connotation. 
( ',velar is used to indicate lower position, in or a position below or lower than 
(something else), so that one thing covers the other. For example, we may look at 
(90):  
9U. She was holding the uu,thrella under her arm. 
Beloit' is used to indicate a lower position it relates to something else, as in 
(91):  
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91. The author's name was printed below the title. 
Beneath is used to indicate that something is directly underneath something 
else, as in (92): 
91. Tom hid the letter beneath a pile ofpapers. 
Down is used to indicate in or towards a low or lower position from a higher 
one as an (93): 
93. He came down the hill. 
Underneath is used to indicate directly under and usually hidden by 
(something else) as in (94): 
94. Our drawing room is directly underneath our bedroom. 
The postposition par in Urdu can be translated as on, at. up to which however does 
not mean that on, at, up to have the same functions. For example; 
At is used to indicate a point near the place indicated by the noun phrase, as in (95): 
95. She is standing at the gale. 
On is used to indicate that something is in contact with and supported by a 
surface, as in (96): 
96. The hook is on the table 
By (96) we do not mean 
97. The hook is near the table. 
We mean, 
98. The book is on the surface of the table. 
Up to is used to indicate the capability of (someone) as 111 (99): 
99, The decision is up to you. 
The preposition for is used in other contexts where it cannot be translated as se 
in Urdu. For instance, for means 'a support of'. in favor of', 'in place of 'on behalf 
of', etc. We are confined to only one use here i.e., the length of time and distance. 
For instance, se in Urdu can be translated as o1 off, since, from. for, with 
which however, does not mean that since, from for, with have the same functions. 
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Since is used to indicate from a particular time in the past'. For example; 
100. I have been leaching here since 10. an. 
From is used to indicate the time when something starts. For example, 
101. I leach from 6 am to 1 pm. 
For is used to show the duration of time, as in: 
102. Ile has been wondering here and there for iwo years. 
For instance ek sire se duare sire tak in Urdu can he translated as across, 
along, on, through, in English but it does not mean that across, along, through, 
throughout have the same functions. 
Across is used to indicate from one side to the other side of (something).For 
example; 
103. We walked across the bridge. 
Along is used to indicate moving in the direction of or being at a place as with 
reference to something else. For example; 
104. Cars were parked all along the road 
Through is used to indicate from one side or end to the other, from one part to 
another or from beginning to the end, as in (105): 
10s. We drove through the tunnel. 
Throughout is used to indicate in every part of place or object as in (106): 
106. Grass grows throughout the world 
The postposition me in Urdu can be translated as in, into, by. It does not mean 
that in, into, by have exactly the same functions .For example; 
In is used to indicate positioned inside or within the limits of something. For example. 
107. Mary is still in bed. 
Into is used to indicate the movement inside of something because of which it 
is contained, surrounded or enclosed by it. For example; 
108. They went into the backyard. 
By is used to indicate the period in which something happened, as in (109): 
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109. We travelled by night and rested by day. 
By have several other uses which are being ignored here. 
For instance, tak in Urdu can be translated as till, un/il, by which however does 
not mean that till, untli and by have exactly the same functions, For example; 
Till is used to indicate the terminal point of time, as in (110): 
1l0. Tell him to take it easy till we get there. 
Unril is used to indicate up to the stated lime ,as in (111): 
111. 1 was up un/il 3 a.m. 
By is used to indicate a deadline. i.e. The end of a time period, as in (112): 
We have to submit the report by the end of/his month. 
The postposition nozdi:k in Urdu can be translated as beside or near which 
however does not mean thai beside and near have the same function. 
Beside is used to indicate next to, by the side of. For example; 
112. Conte ant/sit here beside me. 
Near is used to indicate close to, not far away from in distance, time or 
relationship. For example: 
113. We live near the school. 
To sum up, in this chapter we have not only given lists of prepositions in 
English and postpositions in Urdu but also shown how they are used in contexts. 
In 3.5 we have shown how one postposition of Urdu can he translated by 
several prepositions in English. We have highlighted the point that these prepositions 
in English are not synonyms, they have different uses because one cannot he 
appropriately replaced by another. For instance, in some specific context tak can be 
translated as till, in some other context as until and in another context as by. Sentence 
(110-112) illustrates these points. 
We have also pointed out that the preposition by can be translated as me (as in 
by night, rcct me`), tak (as in by Ividay jurrr: a: (ak ), and some other words. 
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In short, it is not the case that there is always one-to-one correspondence 
between a postposition in Urdu and a preposition in English. We think that the lack 
of exact equivalents is confusing to the speakers of Urdu learning English as a second 
or foreign language. 
\Ve vill have a second look at this hypothesis when in the fifth chapter we 






ANALYSIS OF PREPOSITIONAL ERRORS 
4.1 	Collection of Data 
The data for the present study was collected from the under-graduate students 
of the Department of English at A.M.0 Aligarh and students of the Women's Collage 
from the same discipline and level. They have already completed about twelve years 
of learning English as a foreign language and most of them are eligible to become 
teachers of English after their graduation. Therefore. the data collected from them is a 
fair representation of a student's linguistic competence at that level. 
In the first type of questions, informants were asked to use one of the given 
alternative words to fill in each blank space. In the second set of questions, they were 
asked to underline prepositional errors in each of the given sentences and then rewrite 
the sentences correctly. 
The procedures followed while collecting the data were that the teacher had no 
prior discussion on the questions with the students nor was there any practice drill 
given to them regarding these or similar structures. The students had a maximum time 
of two hours to answer the two types of questions to fill in the blanks, after which the 
teacher collected the scripts from them. 
For getting a better understanding of the causes of errors and difficulties that Urdu 
speaking EFL learners encounter in learning the use of English prepositions, it will be 
useful if we again provide a brief explanation of the differences between Urdu 
postpositions and English prepositions in general, briefly Quirk (1985:673) states "a 
preposition expresses a relation between two entities, one being that which is 
represented by the prepositional complement". In other words, an English preposition 
may connect a noun phrase with another element of grammar i.e. one part of speech 
with another in different cases as shown in the following examples: 
L A preposition is used to connect a noun and pronoun, for example, the pen is 
n i/h her. 
2. A verb and a noun, for example, he writes with a pen. 
3. A verb and a pronoun, for example, look at him. 
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4. An adjective and a noun, for example, the girls were good at swimming. 
7. n adverb and a noun. for example, his father asked him to sit under the tree. 
6. Prepositional phrases, which have adverbial function, for example, Leave at 
seven o'clock. 
7. Nominal functions, for example, wait for Hassan. 
English prepositions 	also suggest 	position, direction 	and source. 	As 
postpositions in Urdu are limited in number, they are widely used to perform a 
number of semantic or syntactic functions. In terms of relating one element of a 
sentence to another, these functions are similar to those of English prepositions. 
Similarly. Urdu postpositions suggest position, direction and time. Urdu 
postpositions are called "hnrf e-jo:r", which are characterized as inseparable as in 
kar:r me in car' or separable postpositions that stand alone as in ghar par 'at home'. 
An inseparable postposition consists of a postposition attached to the end of the word, 
A contrastive analysis of the functions of Urdu postpositions and English prepositions 
is given in chapter 111. 
4.2 	Analysis of Data 
In order to analyze the data collected, the researcher analyzed the types of 
errors in the use of English prepositions committed by Urdu speakers based on their 
performance in written English. This was accomplished in the following manner: (a) 
by the identification of errors; (b) classification of errors into linguistic categories and 
(c) by explaining the possible causes of those errors. 
The wrong use of prepositions involves the most common errors that learners 
produce. A large number of prepositions baffle them while they try to produce an 
acceptable form. Since the area of prepositions is too vast to be presented in this 
research, the data involving errors in the use of prepositions are categorized in the 
following sections: 
(a) Substitution of Wrong Prepositions: 
(b) Omission of Prepositions where they trere needed,- 
(c) Addition of Prepositions inhere they were not needed 
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Most of the errors committed in the use of prepositions are errors of 
substitution. Errors of omission and deletion are not many. 
4.2.1 Substitution of Prepositions 
In this part of the questionnaire, there were twenty five sentences. In each of 
them a wrong preposition was used and underlined. The informants were asked to 
replace each of them with a correct preposition required in the context. 
Following are some examples of wrong substitution: 
A. Use of preposition of instead of for. 
].a. A university is where you study ofa degree. 
In (1) the student has wrongly used the preposition of in place far. 
Instead of I(a), she should have used (ib). 
I .b. A university is where you study, for a degree. 
B. Use of prepositionfor instead ofjrorn 
2.a. Have you heard anything for him yet. 
In 2(a), the student has wrongly used the preposition for instead of the preposition 
from .Instead of 2(a), she should have used 2(b). 
2.b. Have you heard anything front him yct." 
C. Use of preposition on instead of at. 
3.a. I think there is a salesman on the door. 
In 3(a), the student has wrongly used the preposition of on in place of at. This 
kind of error is most probably, due to the interference of the mother tongue. 
I he English prepositions at and on correspond to one Urdu postposition `por'. 
Since the student does not know the difference between at and on in English, she has 
wrongly used on. She should have used 3(h)_ 
3.h. 	I think there is a salesman at the door. 
D. 	Use of preposition on instead of at. 
4.a. Her next birthday will he at sunday. 
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In 4 (a), the student wrongly used the preposition at instead of on. This kind 
of error is most probably due to the influence of the mother tongue (Li). The student 
did not understand the fact that the English prepositions at and on cannot be used as 
synonyms, though both at and on are prepositions of time. and correspond to one 
Urdu postposition ` par' which may mean either on or at, one has to understand that at 
is used when we are talking about a point of time and on when we refer to a period of 
time. Hence, she should have used 4(b) instead of 4(a). 
4.1'. Iler next birthday will be on Sunday 
E. Use of preposition of instead of from. 
5.a. Have you heard anything of him yet? 
In 5(a), the student has wrongly used of instead offrom. 
This kind of error is again most probably, due to the influence of the mother 
tongue, i.e., Urdu. The student could not differentiate between the two prepositions of 
and from. If we intend to talk about someone, we can use of him but here we talk 
about the message that was supposed to be communicated from someone. Hence she 
should have used from him, as in 5(b): 
5.b. Ilave you heard anything from: him? 
4.2.2 Omission of prepositions 
Though the errors of this type observed in our findings were not many certain 
errors occurred frequently. The omission of prepositions was consistent with the 
second hypothesis of the study which maintained that the Urdu-speaking students 
could omit prepositions when their equivalents were not required in their mother 
tongue. 
The following are some examples: 
A. Omission of the preposition for 
6.a. He was given awn year prison sentence...... armed robbery. 
6.b. He was given a ten year prison sentence for armed robbery." 
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The student was supposed to fill up the blank by using for as in 6(a) but she did not 
do so. 
B. Omission of the preposition of 
7.a. There is still plenty..... tin left in that mine. 
7.b. There is still plenty of tin left in that mine. 
7 (a) Contains a blank and the student was supposed to fill it with of as in 7(b). She 
has probably omitted the preposition of because she does not use its equivalent 
postposition in Urdu. For this reason, she found it redundant in English. 
C. Omission of the preposition `to' 
8.a. Which of these roads will lead.. _.the mosque? 
8.b. Which of those roads will lead to the mosque? 
In the third sentence, the student omitted the preposition 'to'. The Urdu-
speaking students tend to omit the preposition to' since they feel that its use is 
redundant here. 
4.2.3 Addition of prepositions 
Errors involving the unnecessary addition of a preposition committed by our 
informants exhibit errors in the over-use of prepositions in their performance. The 
major errors were caused because of the interference of the mother tongue. 
Since in most cases Urdu-speaking students' exposure to English was conlined 
to the classroom with the teacher as the only target language speaker model, they tend 
to over-generalize and produce errors. The analysis of over-generalized errors 
reveals that the students did not have comprehension of the restriction on rules in the 
target language. They were observed using wrong structures/forts on the basis of 
misleading analogy in the target language or retained structures/lbrms in the mother 
tongue. 
SECTION II 
4.3 	Analysis of data: 
After analyzing the data collected from one hundred students at English Department 
of Art's Faculty and Women's College at A.M.U, Aligarh, the following results have 
been obtained which are given below. 
The second section of our questionnaire was concerned with the `fill up the 
blanks by using an appropriate preposition .There were 47 blanks in each case so the 
total number of combined blanks were 4700. 
Table 4.1 
Showing the results of the analysis of choices of correct and wrong 
Prepositions: 
Choices of correct Choices of wrong prepositions prepositions 
Sum 2513.00 2187.00 
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Graph 4.1 Shows the number of choices of the correct and wrong prepositions: 
As shown in Table 4.1 and Graph 4.1, the sum of the correct prepositions is 
2513 and 2187 for the wrong prepositions. This means that 53.47% of informants 
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chose a correct preposition and 46.53% chose a wrong preposition. The mean value of 
the choice of the correct prepositions is 25.13 and for the choice of the wrong 
prepositions are 21.87. The sum of the correct prepositions is 2513 and of the wrong 
prepositions is 2187. 
Table 4.2 
Showing the results of choices of correct and wrong prepositions across gender 
groups of informants: 
Choices of correct 
Sex Choices of wrong prepositions 
prepositions 
Sum 	 1222.00 1128.00 
Female Mean 	 24.4400 22.5600 
% of Total Sum 	48.6% 51.6% 
Sum 1291.00 109.00 
Male Mean 25.8200 21.1800 
% of Total Sum 51.4% 48.4% 
Sum 2513.00 	 2187.00 
Total Mean 25.1300 	 21.8700 
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Graph 4.2 Shows in percentage of the results of choices of correct and wrong 
propositions by our informants gender-wise: 
As shown in Table 4.2 and Graph 4.2, the number of male and female students 
is 50 each, out of them, male chose 1291 correct prepositions and 1059 wrong 
prepositions. The female students chose 1128 wrong prepositions out of 4700 and 
1222 correct prepositions. This means that female students chose 48.6% correct 
prepositions as against male students who chose 51.4% correct prepositions. 51.6% 
female chose wrong preposition and 48.4% male chose wrong prepositions. This 
seems to be a marginal difference between male and female informants in choosing 
correct and wrong prepositions. 
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Table 4.3 
Showing the results of choices of correct and wrong prepositions by the age 
groups of informants: 
Choices of 
Age 	 correct 	Choices of wrong prepositions 
prepositions 
Sum 	825.00 	 867.00 
Mean 22.9167 24.0833 
17-19 
Years 
°o of Total 	32.8% 	 39.6% Sum 
Sum 	1519.00 	 1207.00 
20-22 	Mean 26.1897 20.8103 
fears 	% of Total 	60.4% 	 55.2% Sum 
Sum 	169.00 	 113.00 
23-25 	Mean 28.1667 18.8333 
Years 	% of Total 6.7% 	 5.2% Sum  
— ;-- Sum 	2513.00    	2187.00 
Mean 25.1300 	 21.8700 
I otal "o of "Dotal 
	
100.0% 	 100.0% Sum  
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Graph 4.3 Shows in percentage, the results of choices of correct and wrong 
prepositions by the age groups of informants: 
As shown in Table 4.3 and Graph 4.3 regarding the choices of the correct 
prepositions, the total score of students is 825 and wrong preposition is 867, out of 
which 32.8% chose correct prepositions and 39.6% chose wrong prepositions. 
Regarding the choice of correct prepositions, the total score of the students is 
1519 and wrong preposition is 1207, out of which 60.4% chose correct prepositions 
and 55.2% chose wrong prepositions. 
Regarding the choices of correct prepositions, the sum of students is 169 and those 
who chose wrong prepositions is 113, out of which 6.7% chose correct prepositions 
and 5.2% chose wrong prepositions. 
The total mean value of all informants in regard to their choice of the correct 
prepositions is 25.13 with the sum of 2513 and the choice of the wrong prepositions is 
2187, it is the sum of 2187 out of the total of 4700 respondents. 
105 
Table 4.4: Showing the results of choices of correct and wrong prepositions 
across mother tongue groups: 
Choices of 
Mother Tongue 	correct 	 Choices of wrong prepositions 
prepositions 
Sum 	1306.00 	 1306.00 
Mean 	24.1852 	I 	 22.8148 
Urdu o:, of Total 
Sum 
Sum 	1207.00 	 955.00 
Hindi 	Mean 	26.2391 	 20.7609 
° 0 of "Iota! 
	
48.0% 	 43.7% 
Sum 
Sum 	2513.00 	 2187.00 
Total 	Mean 	25.1300 	 21.8700 
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Graph 4.4: Shows in percentage, the results of choices of correct and wrong 
prepositions across mother tongue groups: 
As shown in Table 4.4 and Graph 4.4 regarding the choices of correct 
prepositions of students whose mother tongue is Urdu, the sum is 1306 and the mean 
value is 24.18, which is 52.0%. 
As for choice of wrong prepositions of Urdu-speaking students, the sum is 
1232 and the mean value is 22.81, which is 56.3%. 
Regarding the choice of correct prepositions of students whose mother tongue 
is Hindi. the sum is 1207 and the mean value is 20.76, which is 48.00%. As for choice 
of wrong prepositions of Hindi-Speaking students, the sum is 43.70%. 
The total mean value for the choice of the correct prepositions of both the 
Hindi and Urdu-speakers is 5.13 with the sum of 2513 and the total value for the 
choices of the wrong prepositions of both the languages are 21.87 with the sum of 
2187, out of 4700. As the use of postpositions in Urdu and Hindi are similar, there is 
no marked difference in the use of English prepositions based on the mother-tongue 
of the informants. 
107 
Table 4.5: 
Sho%%ing the results of choices of correct and «rung prepositions across the 
group of informants %%ith reference to when they started learning English: 
('lass when learning 	Choices of correct Chniccx of «-rnnn nreWnvuioWs t.ngusn preposirions  - 
S Um 804.00 	 747.00 
Mean 24.3636 22.6364 
Class I 




Sum 121.00 114.00 
Mean 24.2000 22.8000 
Class II 
° o of Total 4.8% 5.2% 
Sum 
Sum 160.00 169.00 
Mean 22.8571 24.1429 Class Ill - 
6.4% ° o of "Total 7.7% Suin 
Sum 357.00 348.00 
Mean t lass IV 
r °o of Total 
23.8000  - 
14.2% 15.9% Sutn 
Sum 781.00 535.00 
Mean 27.8929 19.1071 Class \' o'%otal cif 	1" 31.1% 
- 	-  
24.5% Sum 
Sum 77.00 111.00 
Mean 19.2500 27.7500 
Class V I 
"'o of "Dotal 3.1% 5.1% 
Sum 
Sum 40.00 7.00 
Mean 40.0000 7.0000 
Class 	IF--- 
?o01  "Total 1.6% .3% Sum 
Mean 20.5000 26.5000 
82.00 Class 	Sum 106.00 
~'l lI 	% of Total 
Sum 
~a o 4.8°ro 
Sum 65.00  65.00 
Mean 32.5000 14.5000 
Class IX 
"o Ot' •l'otal 2.6% 1.3% Sum 
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Sum 26.00 26.00 
Mean 26.0000 21.0000 
Class X 
% of Total 1.0% 1.0% Sum 
Sum 2513.00 2187.00 
Mean 5.1300 21.8700 
Total 
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Graph 4.5 Shows in percentage, the choices of correct and wrong prepositions by 
students with reference to the class when they started learning English: 
As shown in Table 4.5 and Graph 4.5, students, who studied English from 
class 1, the sum for their choices of the correct prepositions is 804 and their mean 
value is 24.36, which is 32.0%. Their choices of the wrong prepositions is 747 whose 
mean value is 22.63, which is 34.2°1/6. 
For the students who started learning English from class II, the sum of the 
choices of the correct prepositions is 121, whose mean value is 24.20; it is 4.8% .For 
the choices of wrong prepositions, the sum is 747 and the mean value is 22.03, which 
is 34.2%. 
For the students who started learning English from class III, the sum of the 
choices of the correct prepositions is 160 and the mean value is 22.85 which is 6.4%. 
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For the choices of wrong prepositions, the sum is 169 and the mean value is 24.14, 
%%hich is 7.7%. 
For the students who started learning English from class IV, the sum of the 
choices of the correct prepositions is 357 and the mean value is 23.80. which is 
14.2%%%. For the choices of wrong prepositions, the sum is 348 and the mean value is 
23?0. which is 15.9%. 
For the students who started learning English from the class V. the sum of the 
choices of correct prepositions is 781 and the mean value is 27.89, "which is 31.1 °/~. 
For the choices of wrong prepositions, the sum is 535 and the mean value is 19.10. 
which is 24.5%. 
For the students who started learning English from the class VI. the sum of the 
choices of the correct prepositions is 77 and the mean value is 19.25. which is 3.1%. 
For the choices of wrong prepositions. the sum is 1 1 1 and the mean value is 27.75, 
\\hich is 5.1%. 
For the students who started learning English from the class VII. the sum of 
the choices of the correct prepositions is 40 and the mean value is 40.00. which is 
1.6%. For the choices of' the wrong prepositions the sum is 7 and the mean value is 7, 
which is 3%. 
For the students who started learning English from the class VIII. the sum of 
the choices of the correct prepositions is 82 and the mean value is 20.50 which is 
3.3%. For the choices of' the wrong prepositions, the sum is 106 and the mean value is 
26.50. which is 4.8%'0. 
For the students who started learning English from the class IX. the sum of the 
choices of' the correct prepositions is 65 and the mean value is 32.5. which is 2.6%. 
For the choices of the wrong prepositions the sum is 29 and the mean value is 14.5, 
which is 1.3%. 
For the Students who started learning English from the class X. the sum of the 
choices of the correct prepositions is 26 and the mean value is 26.00 which is 1.0%. 
110 
For the choices of the wrong prepositions, the sum is 21 and the mean value is 21.00 
which is 1.0%. 
Out of total sum of 4700. the choices of correct prepositions are 2513 and the 
mean value is 25.13. For the choices of wrong prepositions the total is 2187 and the 
mean value is 21.87. It is obvious from the Graph 5, that the students who started 
learning English from class V or later scored worse than students who started learning 
it earlier. However, it is difficult to explain why those who started learning English 
from class 11 and III scored less than those who started learning it from class IV and 
V. It simply suggests that the stage at which our informants started learning English is 
not the only decisive factor The difference in score may be due to their family and 
social backgrounds and the factors discussed earlier in this chapter. 
Table 5.6: 
Showing the results of the Prepositions used in Section II: 
N Sum 
154.00 Against 	 100 
At 100 455.00 
B 100 306.00 
From 100 	 298.00 
In 100 	 581.00 
Of ---- 	 100 ----- 412.00 
On 	 100 465.00 
To 	! 	 100 285.00 




100 	 263.00 
100 	 89.00 
100 	 23.00 	- 	- 
Off 100 44.00 
Onto 100 39.00 
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During 100  56.00 
After 100 92.00 
Without 100 34.00 
Along 100 73.00 
Towards 100 	 34.00 
Through 	 100 45.00 
Via 	 100 14.00 




Among 100 .00 
Down 100 .00 
Valid \ (list wise) 99 
In 615, cases, blanks were not tilled up. In other words. 13.09% students did not even 
attempt to choose appropriate prepositions. 
After analyzing the responses it was found that they were used as mentioned below: 
in 581 times, on 465 times, at 455 times. of 412 times. btu 306 times, from 298 
times, to 285 times, ►with 263 times. for 232 times, against 154 times, after 92 times, 
lip 90 tines. into 39 times, along 14 times. during 15 times. through 16 times off 17 
times. onnto 18 times, It ,ithout 19 times. towards 20 times, via 21 times .about 22 
times. among 00 time. dow:r 00 time. 
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SECTION III 
4.3 Spotting errors involving the use of prepositions 
The third section of the questionnaire asked respondents to underline the 
prepositional errors in each of the following sentences and rewrite the sentences 
correctly. 
The widely published manifesto of the new party is not much different than 
ours. 
Ans ........ 
2. 1 was taken with surprise when I saw the glamorous zoo. 
Ans ....... 
3. fie knows very well what is expected from him but he is not able to fulfill all 
the expectations 
Ans .......... 
4. The visitors complained at the poor accommodation they were given. 
Ans ........ 
5. 'f he women were between those killed in the fire that broke out at the hotel. 
Ans .................. 
6. I shall put on at note is this regard for your consideration and necessary 
decision. 
Ans .............. 
7. I want his document to be detached off the main file and sent to me 
Ans.............. 
8. The father brought the sweets and distributed them between his true children. 
Ans ................. 
9. The angry boatman threw the cracked bar in the river and returned home. 
Ans ............ 
10. The venue of examination is one mile further up the hill. 
........ 
11. A man who always connives on the faults of his children is their worst enemy. 
Ans ............ 
12. lam hearing a lot about the problem of AIDS these days. 
Ans ............. 
13. Having a stay in the jungle that night they had nothing to fear at. 
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An s. 
14. 	They walked besides beach other in silence. 
Ans.............. 
1 5. 	Please do not forget to send me an express telegram on my address when you 
reach Singapore airport. 
Aus .............. 
16. Most of the .\,est Bengal is an extremely fertile plain between which the river 
Hoogly flows. 
Ans .............. 
17. I offered him part-time work but he turned it over saying that he would rather 
wait for a full time job. 
Ans .............. 
18. It proves year after year that when it cones into judging new writing, we are 
on slippery ground. 
Ans ............... 
19. The plane took on as soon as the passengers boarded it. 
Ails .............. 
20. When the teachers are on strike and a notice to this effect is pasted on the 
collage gate there is no sense to go there. 
Ans............ 
21 	ihe minister and some of his colleagues were invited for the charity show 
staffed by the Dhavan college. 
Ans ............. 
22. The boy stood by men panting for breath. 
Ans ............. 
23. Such natural imagery suggests that killings were akin with a natural disaster 
and not a matter of individual responsibility. 
Ans .............. 
24. Several prominent figures involved in the scandal are required to appear to the 
investigation committee. 
AIls ............. 




Analysis of responses involving the spotting of errors: 
Table 4.7: 
Shows the statistics of Section III: 
Descriptive Statistics 
N Sum Mean 
Errors that were spotted wrongly 100 756.00 7.5600 
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Graph 4.7 Shows the number of errors that were spotted wrongly or correctly: 
The total number of students was 100 and the total number of questions in 
section III was 25. Therefore the total numbers of spots for the responses were 2500. 
Out of that, 1744 errors were spotted by the students correctly, and in 756 cases, they 
spotted the errors wrongly. This means that 69.76% cases students spotted the errors 
correctly and in 30.24% cases students spotted the errors wrongly. 
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Table 4.8: 
Showing the statistics of section III in respect of the gender groups of 
respondents: 
Errors that 
Gender were spotted Errors that were spotted correctly 
wrongly 
Female Sum 396.00 854.00 
Mean 7.9200 17.0800 
% of Total Sum 52.4% 49.0% 
Male Sum 360.00 890.00 
Mean 7.2000 17.8000 
% of Total Sum 47.6% 51.0% 
Total Sum 756.00 1744.00 
Mean 7.5600 17.4400 
Graph 4.8 
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Graph 4.8 Shows in percentage, the results of the analysis of Section III in 
respect of the gender of respondents: 
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Table 4.8 and Graph 4.8 shows the results of statistical analysis of spotting the 
errors in terms of the gender groups of informants. The mean of the errors spotted 
wrongly by the female students was 7.92 and the mean of the errors spotted correctly 
by the same students was 17.08. The female students spotted 396 errors wrongly and 
they spotted 854 errors correctly. The mean of the errors spotted wrongly by the male 
students was 7.20 and the mean of the errors that were spotted correctly by the male 
students was 17.80. The male students spotted 360 errors wrongly and 890 errors 
correctly. This means that out of the errors spotted wrongly, 52.4% were spotted by 
the female students and 47.6% were spotted by the male students. Out of the errors 
that were spotted correctly. 49% were spotted the lemale students and 51% were 
spotted by male students. In all, the students spotted 1477 errors correctly, and 756 
errors wrongly. The mean of the errors spotted wrongly was 7.56 and the mean of the 
errors spotted correctly was 17.44. 
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Table 4.9: 
Showing the results of the analysis of use of correct and wrong prepositions by 
respondents in terms of gender: 
Gender Correct prepositions Wrong prepositions 
Sum 480.00 374.00 
Female 	Mean 9.6000 7.4800 
% of Total Sum 46.3% 52.8% 
Sum 556.00 334.00 
Male Mean 11.1200 6.6800 
% of Total Sum 53.7% 47.2% 
Sum 1036.00 708.00 
Mean 10.3600 7.0800 
Total 
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Graph 4.9 Shows, in percentage, the correct prepositions and wrong 
prepositions: 
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As shot.n in 'Table 4.9 and Graph 4.9. some students spotted the errors 
correctly but they could not write the correct prepositions and some of them could 
write the prepositions correctly. Here is one example: In response to the sentence (5) 
of this section of the questionnaire. some respondents wrote (Sh) instead of (5c). 
Sa. The women were between those killed in the tire that broke out at the hotel. 
5b. The women \%-ere at those killed in the fire that broke out at the hotel. 
Sc. The women were among those killed in the tire that broke out at the hotel. 
The following Table and Graph are to summarize the analysis presented here. 
The number of female students was 50. They chose 480 correct prepositions 
and 374 wrong prepositions. The number of male students was also 50. They chose 
556 correct prepositions and 334 wrong prepositions. this means that 46.3% female 
students chose correct prepositions and 52.8% chose wrong prepositions whereas 
53.7% male students chose correct prepositions and 47.2% chose wrong prepositions. 
So the mean score of the correct prepositions is 10.36 and the mean of the wrong 
prepositions is 7.08 
I Jere the total sum is 1744. It is because the errors that were spotted correctly 
\%ere analyzed as correct choices and the rest as wrong choices. In other words, in 
these cases there \ 'ere no errors in the use of the prepositions; still our respondents 
considered them as errors. 
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Table 4.10: 




Age wrongly (i.e. Errors that were spotted correctly 
there were no 
errors) 
Sum 246.00 654.00 
17-19 Years Mean 6.8333 18.1667 
% of Total Sum 32.5% 37.5% 
Sum 467.00 983.00 
20-22 Years Mean 8.0517 16.9483 
% of Total Sum 61.8% 56.4% 
Sum 43.00 	 107.00 
23-25 Years Mean 7.1667 17.8333 
% of Total Sum 5.7% 	 6.1%   
756.00 1744.00 Sum 
Total Mean 
	
7.5600 	 17.4400 - 	- ----- --- 
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Graph 4.10 Shows, in percentage, the results across age groups: 
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As shown in Table 4.10 and Graph 4.10 that the results of statistical analysis 
of spotting the errors in terms of the age group of respondents. There were 756 cases 
in which the students spotted errors wrongly and 1744 in which they spotted them 
correctly. The mean of the errors spotted wrongly was 7.56 and the mean of the errors 
that %\ere spotted correctly was 17.44. The mean of the errors that .\-ere spotted 
wrongly by the students was 6.83 and the errors that were spotted correctly were 
18.16. The sum of those who spotted error wrongly is 246 and correctly is 654 in 
other words. 32.5% spotted errors wrongly and 37.5% spotted the errors correctly. 
The mean \alue of spotting the errors wrongly as 8.05 and of spotting the 
errors correctly was 16.94. The sum of the responses for the errors that were spotted 
wrongly were 467 and the errors that were spotted correctly was 983.i.e.. in 61.8% 
cases students spotted errors rongly and 56.4% spotted them correctly. 
The mean value of the errors spotted wrongly was 7.16 and the error spotted 
correctly was 17.83. 
121 
Table 4.11: 
Showing the results of the analysis of the use of correct and wrong prepositions with 
reference to the age groups of respondents: 
Correct Age Wrong prepositions prepositions 
Sum 388.00 266.00 
17-19 Years 	Mean 10.7778 7.3889 
% of Total Sum 37.5% 37.6% 
Sum 581.00 402.00 
20-22 Years 	Mean 10.0172 6.9310 
of Total Sum 56.1% 56.8% 
Sum 67.00 40.00 
23-25 Years 	Mean 11.1667 6.6667 
% of Total Sum 6.5% 5.6% 
Sum 1036.00 708.00 
Total 	Mean 10.3600 7.0800 
% of Total Sum 100.0% 100.0% 
Graph 4.11 
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Graph 4.11 Shows, in percentage, the correct and wrong spotting of errors 
involving prepositions in terms of age groups: 
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As sho-,+n in Table 4.11 and Graph 4.11 regarding the mean score of the 
correct spotting of errors involving prepositions, the score of students is 10.77 and. 
wrong spotting of prepositions is 7.38. The sum is 388 for correct spotting and 266 for 
runt spotting. which is 37.5% for correct spotting and 37.6% for wrung spotting of 
errors of prepositions. 
The mean of the correct spotting is 10.01 and wrong spotting is 6.9. In total, 
the sum is 581 for correct spotting and 402 ii~r wrong spotting which is 56°/o for 
correct prepositions and 56.8% for \\rung prepositions. 
The mean of the correct spotting of errors is 1 1.16 and wrong spotting of 
errors is 6.66. The sum is 67 for correct spotting and 40 for wrong spotting which is 
6.5°/o for correct spotting and 5.6% for wrong spotting of errors. 
The total mean value of the correct prepositions is 10.36 and 7.08 For wrong 
prepositions with the sum of 1036 for correct prepositions and 708 For \\Tong 
prepositions. 
But the total sum of the different age group is not equal to 2500 because the 
errors that ere spotted correctly were analyzed as correct responses and those 
preposition which crc used correctly but marks as errors as wrong responses. 
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Table 4.12: 
Showing the statistics of the errors spotted wrongly and correctly against moth 
tongue of the respondents: 
Errors that were 
Mother Tongue Errors that were spotted correctly 
spotted wrongly 
Sum 407.00 943.00 
Urdu 	Mean 7.5370 17.4630 
% of Total Sum 53.8% 54.1% 
Sum 349.00 801.00 
Hindi 	Mean 7.5870 17.4130 
% of Total Sum 46.2% 45.9% 
% of Total Sum 100.0% 100.0% 
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Graph 4.12 Shows, in percentage, the errors spotted correctly and wrongly 
against the mother tongue of the respondents: 
As sho\Nn in Table 4.12 and Graph 4.12 that the results of the statistical 
analysis of the spotting the errors against their mother tongue background. 
The mean of the errors that were spotted wrongly by Urdu-speaking students 
'as 7.53 and those which were spotted correctly was 17.46. The sum of those who 
spotted errors wrongl} was 407 and those ho did correctly was 943, that is, in 53.8% 
cases errors which were spotted wrongly and in 54.1% cases errors were spotted 
correctly. I'he mean of the errors that \\ere spotted wrongly by Hindi-speaking 
students was 7.58 and correctly was 17.41. The sum of those who spotted errors 
\\rongly was 349 and correctly was 801. In other words. 46.2% respondents spotted 
errors wrongly and 45.9% correctly. 
In total in 756 cases errors wrongly and 1744 cases correctly. The mean of the errors 
spotted wrongly was 7.56 and the mean of the errors that were spotted correctly was 
17.44. 
Table 4.13: 
Sho,.%ing the results of the correct and -.%rung spotting of errors involving 
prepositions in terns of the mother tongue of the respondents: 
Mother Tongue Correct prepositions Wrong prepositions 
Sum 556.00 397.00 
t'rdu 	Mean 10.2963 7.1667 
°') ot'"TTotal Sum 53.700 54.7% 
Sum 480.00 321 .00 
I lindi 	N lean 10.4348 6.9783 
% of Total Sum 46.3% 45.30.0 
Sum 1036.00 708.00 
Total 	N c:in I 	360(1 7.081)0 
'o of local Suu► 100.0"(, 100.0°0 
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Graph 4.13 Shows, in percentage, the correct and wrong spotting of errors 
involving the use of prepositions against the mother tongue groups: 
As shown in Table 4.13 and Graph 4.13 regarding the correct spotting of 
errors of prepositions by Urdu-speaking students, the mean value of the correct 
spotting is 10.29 and the wrong spotting is 7.16. The sum is 556 for the correct 
spotting and 321 for wrong spotting which is 53.7% for correct spotting and 54.7% 
for wrong spotting. 
Regarding the correct spotting of errors by Hindi-speaking students, the mean 
value of the correct spotting is 10.43 and the wrong spotting is 6.97 and the sum is 
480 for the correct spotting and 321 for the wrong spotting, which is 46.3% for 
correct spotting and 45.3% for the wrong spotting of errors in the use of prepositions. 
The total mean for the correct spotting of errors for both the mother tongue is 
10.36 for wrong spotting 7.08 it is and the sum for correct spotting is 1036 and 708 
for wrong spotting is 708 which is not equal to 2500 but it is 1744. It is so because the 
errors that were spotted correctly were analyzed as correct responses and those which 
were correct but were chosen wrongly as wrong were marked as wrong responses. 
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Table 4.14: 
Showing the results of analysis of errors spotted wrongly and correctly against the 
classes (if respondents when they started learning English: 
Errors that were Class s hen started Errors that were spotted spotted w rong1v ( i.e learning English correctly w ront; resp►►nses) 
Stun 2D4.0t1 571.00 
Class I 	Mean 7.6970 17.3030 
° 	of Total Sun, 33.6% 3 2.7% 
Sum 39.00 86.00 
P'lal H 	Mean 7.8000 
, o of 1 oral SUM 
17.2000 
5.2% 4.9% 
Sun, 50.00 125.00 
('lass III 	\tease 7.1429 17.8571 
% of "1"utal Sun, 6.6% 7.2% 
Sun, 1 10.00 265.00 
Class IV 	Mean 7.3333 17.6667 
°-% ot'"Total Sun, 14.6% 15.2%  
Sum 198.00 502.00 
Class V 	\leach  7.0714 17.9286 
u , of Total Sum 26.2% 28.8% 
Sum 26.00 74.00 
Class VI 	Lee;an 6.5000 18.5000 
o uo' TO1aal SUM 2.4% 4.2% 
Sum 12.00 13.00 
Mean 12.0000 13.0000 
Class V11 
.7% 
0, of Total Sum 1.6% 
Sun, 28.00 72.00 
Class 
VIII 	Mean 7.0000 18.000))  
of Total Suns 3.7% 4.1% 
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Sum 28.00 22.00 
Mean 14.0000 11.0000 
Class IX 
1.3% 
% of Total Sum 3.7% 
Sum 11.00 14.00 
Class X 	Mean 11.0000 14.0000 
% of Total Sum 1.5% .8% 
Sum 756.00 756.00 
Total 	Mean 7.5600 17.4400 
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Graph 4.14 Shows the results of error spotted wrongly and correctly in terms of 
the classes when our respondents started learning English: 
As shown in Table 4.14 and Graph 4.14 that the results of the statistical 
analysis of spotting the errors whether the ability of the respondents depended on 
when they started learning English. 
Among students who started learning English from class 1, the mean value is 
7.69 for the errors which was spotted wrongly and 17.30 for the errors which was 
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spotted correctly and the sum is 254 for the errors which were spotted wrongly and 
571 for the errors which were spotted correctly; that is. 33.6% of the errors were 
spotted v,rongly and 32.7% spotted correctly. 
Among students who started learning English from class 11. the mean value is 
7.80 for the errors which were spotted wrongly and 17.20 for the errors which .mere. 
Spotted correctly. The sum is 39 for the errors which were spotted wrongly and 86 for 
the errors k%hich ,%ere spotted correctly. 
Among students who started learning English from class II1, the mean value is 
7.14 for the errors which were spotted wrongly and 17.85 for the errors which were 
spotted correctly. The sum is 50 for the errors which were spotted wrongly and 125 
for the errors which were spotted correctly. 
Among students who started learning English from class IV. the mean value 
is 7.3 , for the errors which were spotted wrongly and 17.85 for the errors which were 
spotted correctly. The sum is 110 for the errors which were spotted wrongly and 265 
for the errors which were spotted correctly. 
Among students who started learning English from class V, the mean value is 
7.07 for the errors which were spotted wrongly and 17.92 for the errors which were 
spotted correctly. The sun, is 198 for the errors which were spotted wrongly and 502 
for the errors which were spotted correctly which is 26.20 % for the errors which was 
spotted wrongly and 28.8% which is spotted correctly. 
Among students who started leaning English from class VI. the mean Value is 
6.5 for the errors which were spotted wrongly and 18.50 for the errors which were 
spotted correctly and the sum is 26 for the errors which were spotted wrongly and 74 
for the errors which were spotted correctly. 
Among students who started learning English from class VII. the mean value 
is 12.0 for the errors which were spotted wrongly and 13.0 for the errors which were 
spotted correctly and the sum is 12 for the errors which were spotted wrongly and 13 
for the errors which were spotted correctly. 
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Among students who started learning English from class VIII, the mean value 
is 7.0 for the errors which were spotted x%rongly and 18.0 for the errors which %sere 
spotted correctly and the sum is 28 for the errors which %sere spotted wrongly and 
72for the errors which were spotted correctly. 
Among students who started learning English from class IX , the mean value 
is 1.1.0 for the errors which were spotted wrongly and 1 1.0 for the errors sshich were 
spotted correctly and the sum is 28 for the errors which were spotted wrongly and 22 
for the errors which were spotted correctly-. 
Among students who started learning English from class X. the mean value is 
11.0 for the errors which were spotted wrongly and 14.0 for the errors which were 
spotted correctly. And the sum is 11 for the errors which were spotted wrongly and 14 
for the errors which are spotted correctly. 
The total mean for the errors that were spotted wrongly is 7.56 and 17.44 for 
the errors that were spotted correctly and the sum of errors that were spotted wrongly 
756 and 1743 for the errors that were spotted correctly \+hich is equal to 2500. 
I able  1.15: 
Showing the statistics of correct spotting of the errors in the use of prepositions with 
reference to the class in which our respondents started learning English: 
Class when started 
Correct Prepositions Wrong Prepositions 
learning English 
Sung 330.00 241.00 
('lass I 	\lean 10.0000 7.3030 
°;% of Total Sum 3I.9% 34.0°ip 
SU111 50.00 36.00 
(lass I1 	Mean 10.0000 7.2000 
'•oo 	local Suns 4.8% 5.1% 
Sum 63.011 62.00 
Class III 
\lean 9.0000 8.8571 
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°'o of total Sum ( 	1 °'„ 8.8" o 
Sum 158.00 107.00 
Class IN' 	Mean 10.3333 7.1333 
of Total Sum 15.3% 15. I/ 
Sum 316.00 186.00 
Class V 	Mean 1 1.2857 6.6429 
° u of Total Sum 30.5% 26.3`Yo 
Sum 38.00 36.00 
Class VI 	%lean 9.5000 9.0000 
°%o of I otal Sum 3.7% 5.1% 
Sung 11.00 2.00 
Mean 11 0000 2.0000 
Class VII .3%  
uI I,,tal Sum 1.10 1, 
Sung 44.00 28.00 
(lass 
V1eal : 1 1.0000 7.0000 
'III 
o of T. tal Sum 4.2% 4.0% 
Sum 1 x).00 3.00 
Class IX 	A1ears 0.S000 1.5000 
of "Dotal Sum 1.8% .4°0 
Sum 7.00 7.00 
('km x 	Mean 7.0000 7.0000 
i„ of Total Sum 7% 1 .0% 
Sum 1036.00 708.00 
Total 	mean 10.3600 7.0800 
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Graph 4.15 Shows the statistics of spotting the errors in the use of correct 
preposition against background of the class in which these students started 
learning English: 
As shown in Table 4.15 and graph 4.15 that the results of the statistical 
analysis of the exercise of spotting the errors in the use of prepositions with reference 
to the class in which a student started learning English. 
Among the students who studied English from class I. the mean value of the 
correct spotting is 10.00 and it is 7.3 for the wrong prepositions. The sum of the 
correct spotting of wrong use of prepositions is 330 and it is 241 for the spotting is 
271, which is 31.9% for the correct spotting and 34.0 for the wrong spotting. 
Among the students who studied English from class II, the mean value of the 
correct spotting of errors in the use of prepositions is 10.00 and it is 7.2 for the wrong 
spotting. The sum of the correct spotting is 50 for the wrong prepositions it is 36. 
Among the students who studied English from class Ili, the mean value of the 
correct spotting of errors in the use of prepositions is 9.00 and it is 8.85 for the wrong 
spotting. The sum of the correct spotting is 63 for the wrong prepositions. 
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Among the students who studied English from class IV, the mean value of the 
correct spotting in the use of prepositions is 10.53 and it is 7.13 for the wrong 
spotting. The sum of the correct spotting in the use of prepositions is 158 and it is 
107fur the wrong prepositions. 
Among the students who studied English from class V. the mean value of the 
correct spotting in the use of preposition is 11.28 and it is 6.64 for the wrong spotting. 
The suns of the correct spotting of errors is 316 and it is 186for the wrong spotting. 
Among the students who studied English from class VI, the mean value of the 
correct spotting of wrong prepositions is 9.5 and for the wrong spotting is 9.0. The 
sum of the correct spotting of wrong prepositions is 38 and for the wrong spotting is 
36. 
Among the students who studied English from class VII, the mean value of the 
correct prepositions is 11 and 2.0 for the wrong prepositions. The sum of the correct 
prepositions is 11 and 2 for the wrong prepositions which is 1.1% for the correct 
prepositions and 0.3% for the wrong prepositions. 
Among the students who studied English from class VIII, the mean value of 
the correct prepositions is II and 7.0 for the wrong prepositions. The sum of the 
correct prepositions is 44 and 28 for the .prong prepositions which is 4.2% for the 
correct prepositions and 4.0% for the wrong prepositions. 
Among the students who studied English from class IX, the mean value of the 
correct prepositions is 9.5 and I.5 for the wrong prepositions. The sum of the correct 
prepositions is l9 and 3 for the wrong prepositions which is 1.8% for the correct 
prepositions and .4% for the wrong, prepositions. 
Among the students X%ho studied English from class X. the mean value of the 
correct prepositions is 7.0 and 7.0 for the wrong prepositions. The sum of the correct 
prepositions is .7% and 1.0% for the .prong prepositions. 
This happened because only correctly spotted errors were analyzed as correct 
prepositions and the incorrectly spotted ones were counted as a .prong prepositions. 
Since, some responses «ere: not given by the EFL learners, they were not counted 
here. Therefore. there is a lack of lit between the total and the actual. 
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Table 4.16 
Shuwing the Statistics of Prepositions Used: 
N Minimum Maximum Sum 
By 100 .00 4.00 134.00 
Of 100 .00 6.00 224.00 
About 100 .00 3.00 122.00 
Among 100 .00 4.00 204.00 
Up 100 .00 3.00 59.00 
From 100 .00 4.00 150.00 
Into 100 .00 4.00 72.00 
For 100 .00 4.00 54.00 
At 100 .00 3.00 64.00 
On 100 .00 5.00 92.00 
Beside 100 .00 2.00 51.00 
To 100 .00 8.00 296.00 
Through 100 .00 2.00 28.00 
Down 100 .00 3.00 138A0 
Off 100 .00 3.00 55.00 
In 100 .00 5.00 170.00 
Toward 100 .00 2.00 22.00 
With 100 on 5.00 194.00 
Behceen 100 .00 3.00 65.00 
Before 100 .00 LOU 27.00 
Valid N (list 
100 
rise) 
In tens of the number of cases in which the candidates failed to spot the error 
is 249. They involve to of, among, with, from, in, down, by, about, on, into, between, 
at, up, off for, beside, through, before, towards. 
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4.4 	SummarN 
We ha\ e tried to analyze the socio-cultural and educational background of our 
informants in terms of their gender, mother tongue, the class in which they were first 
exposed to English and age group. It is obvious from the analysis that gender does not 
make much difference. The difference in terms of the mother tongue does not matter 
either. What really matters is when they started learning English. Those who started 
learning English language in standard I did much better than those w•ho started in 
class 1I and I1I. Those who started learning English from standard IV or V did much 
better than those who started in standard VI or later. It may be because the students 
who started lessons in English at a later stage (e.g. standard VI or VII) were put in a 
class %\-here others knew some English and these students were at a disadvantage in 
comparison to them. The remedy could be found in arranging special classes for such 
students so that they could catch up with them. The same is true of those in standards 
II or III but were left behind those who started in V or VI. 
The findings of the errors analysis demonstrated that the English prepositions 
of time and place are the most problematic prepositions for the tirdu speaking EFL 
learners. This seems to have been caused due to the difference between the 
postpositions in Urdu and prepositions in English. For instance, the Urdu preposition 
hair, which indicates time and place, corresponds to five English prepositions on '. 
at ', up/o, up. and upon' When Urdu-speakers are asked for the English equivalent 
of par. they usually give "on". A natural tendency to be guided by the pattern of the 
mother tongue may be responsible for the problems in the wrong use of English 
prepositions. for although Urdu postposition par' corresponds to five English 
prepositions. it is generally taught to mean 'on'. This is an obvious mistake and is a 
definite source of confusion for learners. 
The English prepositions, /n. inside, and into pose the most difficult problems 
for the Urdu speakers of English as they have only one equivalent in Urdu 'me'. For 
instance, it is difficult for the Urdu speakers to say "I will meet you at the airport" or 
"1 will collie at night". IIc'she would usually say "1 will meet you in the airport" and 
'I will come in the night". 
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This research indicates that there are other factors and problems that 
contribute to commission of errors in the English language performance in general 
and in the use of English prepositions in particular, and they also contribute to the low 
level of English language proficiency of school students in Aligarh. One of these 
factors is that most of the English language teachers from Urdu background are no 
educationally and professionally qualified. As such they are not able to explain th( 
difference between various prepositions in English which are roughly translated b) 
the same word in l'rdu. Another contributing factor to these problems and to the low 
level of their English language proficiency in Aligarh is that teachers fail to teach 
their students these skills because they are themselves not aware of them. English 
classrooms tend to be teacher-centred. Students play a passive role in the learning 
process and are not given a chance to build up their confidence through listening, 
speaking, reading and writing. In addition, old methods of teaching are, unfortunately. 
still being practiced in schools. For example, the old grammar-translation method is 
dominant among most English language teachers. Thus, teachers emphasize 
translation and memorization, rather than helping students develop their 
communicative competence. This encourages the tendency among students to rely on 
the mother ton uc, even at advanced levels of their learning the target language. 
Another factor that affects English language teaching and learning in Aligarh is the 
lack of good teaching materials. 
This research clearly indicates that the teacher training programmes have the 
responsibility for developing English language teachers' ability to the needs of 
learners ,%itli respect to the socio-cultural contexts of English language use. The 
programmes must enhance the teachers' awareness of' new developments in the 
understanding of language, what language is, and luny it functions. A central concern 
must also be the teachers' attitude towards their English competence. 
Findings from this study imply that teachers need to develop linguistic 
tolerance to be able to understand the process of language learning and help students 
achieve proficiency in the target language. Teachers' attitudes towards students' 
errors need to be changed. They should become more concerned with the processes of 
language learning rather than the students' production of the language. "they should 
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avoid imposing pre-determined forms upon their students' raw material, which in fact, 
alienates them from the language. 
In addition, teachers should be in a position to provide their language students 
with grammatical explanations, which will effectively enable the learners to construct 
new sentences. Knowledge of possible sources of errors, of the methods of error 
analysis. and of the linguistic structures of the native and the target languages can 
help teachers in this endeavor. 
The findings of this study also imply that teachers should teach their students 
the language skills needed. Teachers should give the students a chance to build up 
their confidence through much listening, speaking, reading and writing. 
Mlethodologists (e.g. Terrel 1977) agree that language skills are better acquired only 
through practice and classroom interaction under teacher's guidance. 
Moreover, teachers should avoid old teaching methodologies, such as 
grammar-translation method, the direct method. etc. where errors were to be corrected 
whene\ er and wherever they were committed. Teachers should follow new teaching 
methodologies, such as the communicative language teaching approach which 
suggests a reduction in correction and more emphasis on communication without 
interruption. 
Teachers should plan their lessons in a way to help their students avoid 
making errors. They should give sufficient and regular practice in getting rid of 
retained structures/forms of the mother tongue. They should also get the students 
know the restrictions on rules of the language so as to help them avoid the faulty 
analogy in the use of the target language. 
Furthermore, the framers of foreign language curricula need to account for the 
potential needs of all students when designing programmes. One means through 
which this may be accomplished is by the creation of programs wherein there is 
maximum flexibility for the teacher to utilize lessons related to observed learners' 
errors. Of course, in order to be successful in such a curriculum, teachers need to have 
an understanding of' the second language learning process. 
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Because of the difficult"' in the use of English prepositions. several approaches 
for teaching prepositions and dealing with special areas of difficulty should be 
suggested. One such attempt is that of Kreidler (1966), who feels that meaning is not 
reliable in selecting the correct prepositions. He advocates that learners should be 
taught to select prepositions through association between types of words or phrases 
that precede or follow each of the prepositions. 
Pittman (1966) feels that classroom situations where prepositions and 
prepositional phrases are practiced in visual contexts should be provided. He 
concludes that abstract non-demonstrable uses of prepositions should be approached. 
by the teacher, through simpler demonstrable ones and that emphasis should be placed 
on de \ eloping links between physical and abstract uses of prepositions. 
Based on the results of this project, the researcher endorses contrastive 
analysis to be used in teaching English prepositions especially to the Urdu speakers. 
Contrastive analysis can provide a comparison between Urdu and English 
prepositions on which the teachers and the curriculum specialists can rely when 
teaching, or preparing materials for the learners. 
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Chapter-5 
CONCLUSION, PEDAGOGICAL IMPLICATIONS, AND 
SUGGESTIONS FOR FURTHER RESAERCH 
5.I 	Introduction. 
The purpose of this research has been to delineate the difficulties Urdu-
speaking students face in using English prepositions, and to discuss some theoretical 
issues concerning Contrastive Analysis and Error Analysis in light of our findings. As 
mentioned earlier, the data was collected by a diagnostic test of English prepositions 
consisting of two parts: Fill in the blanks, Underline the prepositional errors in each of 
the following sentences. and rewrite the sentences correctly. The subjects were 100 
native speakers of 1Jrdu who were enrolled for English honors at the department of 
English and Women's college of A.M.U, Aligarh in the year 2010 and 2011. The 
students came from different parts of the country like Bihar, Uttar Pradesh. None of 
the students had learned any other foreign language besides English. 
5.2 	Our Hypotheses 
Four hypotheses were constructed to trace the interference from the mother 
tongue in the use of prepositions. The hypotheses were as follows: 
I. 	Undergraduate Urdu speaking students of English may use inappropriate 
prepositions if their exact equivalent postpositions are not available in their 
mother tongue. 
2. They may not use an English prepositions if its equivalents is not required in 
their mother tongue. 
3. They may add English prepositions if its equivalents are required in their 
mother tongue. 
4. Some errors are due to intra-lingual and developmental interference. 
5.3 Summary 
In chapter one, we have discussed the significance of the role of English in 
general. and English prepositions in particular, for Urdu speakers learning English. 
We have raised four questions which we have tried to discuss in this thesis: 
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1. To what extent does a speaker of Urdu misuse prepositions in English? 
2. Is it because a particular preposition has more than one equivalent in 
Urdu? For instance in, for him' for' means kewasie whereas in `for five 
years', for means ke kye. 
3. Is it the case that instead of two prepositions there is only one post 
positions in Urdu? For instance, is it the case that instead of using "on" the 
Urdu speakers use at more frequently and vice-versa simply because 
Urdu has only par for both of them? 
4. Is it also the case that in some instances English needs a preposition but its 
Urdu equivalent needs no postposition? Or Urdu needs a postposition but 
its English equivalent needs no preposition? 
The objective of our study was to find out the types of errors that Urdu speakers 
learning English make. 
W e assumed that: 
I. 	Undergraduate Urdu speakers of English may use inappropriate prepositions 




	They may not use an English preposition if its equivalent is not required in 
their mother tongue. 
3_ 	They may add English prepositions if its equivalents are required in their 
mother tongue. 
4. Some errors may be attributed to intra-lingual and developmental 
interference. 
We have collected data from one hundred undergraduate students from 
Women's college and Department of English of Aligarh Muslim University, Aligarh. 
In chapter two, we have discussed how various applied linguists have 
examined the problems such as Fries and Lado developed the theory of Contrastive 
Analysis for predicting the areas of possible errors this theory was supported by 
several linguists such as Mackey (196-5). Upsher (1962), Duskova (1969), lames 
(1980)_ This theory was later on criticized by several linguists such as Mackey (1996), 
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on the ground that the Contrastive Analysis led to superficial and misleading 
predictions. Hamp (1968) pointed out that it was not possible to say with an absolute 
certainty that which errors will occur and when they will occur. 
Pioneering work was done by S. Pit Corder in the field of Error Analysis. He 
suggested that a better understanding of language learning would come from a 
systematic investigation of learners' errors. He argued that it would help us in various 
ways to understand the natural sequence in learning L2. It ends with the conclusions 
that Error Analysis can be an effective aid to second language remedial teaching if 
errors are treated as evidence of learner's strategies' and analyzed in terms of their 
significance. Since the growth of developmental psycholinguisties, special importance 
has been attached to the concept of inter-language with a view to finding out how 
much the learners have learnt. Burt, Dulay, Krashen have elaborated this point in 
several papers. The chapter ends with the conclusion that the Error Analysis and the 
Contrastive Analysis are complementary tools at the disposal of the language teacher. 
In chapter three, we make an attempt to present the analysis of English 
prepositions and Urdu postpositions. It includes the prepositions in English and their 
definitions and functions. It also highlights types of prepositions in English and 
postpositions in Urdu. We have not only given lists of prepositions in English and 
postpositions in Urdu but also shown how they are used in different contexts. We 
have shown how one postposition of Urdu can be translated by several prepositions in 
English. 
In chapter lour, we have tried to analyze the socio-cultural and educational 
background of our informants in terms of their gender, mother tongue, the class in 
which they were first exposed to English and age group. It is obvious from the 
analysis that gender dues not make much difference. The difference in terms of the 
rnnther tongue does not matter either. What really matters is when they started 
Learning English. Those who started in standard I did much better than those who 
started in class 11 and III. Those who started learning English from standard IV or V 
did much better than those who started in standard VI or later. It may be because the 
students who started lessons in English at a later stage (e.g. standard VI or VII) were 
put in a class where others knew some English and those students were at a 
disadvantage in comparison to them. The remedy lies in arranging special classes for 
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such students so that they could catch up with them. The same is true of those in 
standards 11 or III but were left behind those who started in V or VI. 
We have highlighted the point that the prepositions in English which have 
been grouped together for our purposes are not synonyms; they have different uses 
because one cannot be appropriately replaced by another. For instance, in some 
specific context, !ak can be translated as lilt, in some other context, as until and in 
another context as by. As shown in sentence (112-114) in the third chapter. We have 
also pointed out that the preposition by can be translated as me (as in by night, ra:t 
me), tak (as in by Friday, juma: tak ),and some other words. 
In short, it is not the case that there is always one-to-one correspondence 
between a postposition in Urdu and a preposition in English. We think that the lack 
of exact equivalents is confusing to The speakers of Urdu learning English as a second 
or foreign language. 
5.4 	Findings of the study 
The findings related to the second section of the questionnaire, which is 
devoted to errors committed by the students in fill in the blanks exercise can be 
summaries as follows. 
• Students, regardless of their gender, age, class and mother tongue had chosen 
53.47% correct prepositions, and 46.53% wrong prepositions. 
• Statistically significant differences were found in students errors based on 
their gender. It is clear from our analysis that male students used 48.40% 
wrong prepositions and 51.40% correct prepositions, whereas among female 
students used 60%, wrong prepositions and 48.60% correct prepositions. 
• Statistically significant differences was found in students errors based on their 
age, it is obvious that students whose ago range liom 17 to19 years, chose 
32.80% correct prepositions and 39.60% wrong prepositions. Students, whose 
age range from 20-22 years, chose 60.40% correct prepositions and 55.20% 
wrong prepositions. Results also indicate that students, whose age ranges from 
23-25 years, chose 6.70°% correct prepositions and 5.20% wrong prepositions. 
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• Statistically significant differences were found in students errors based on 
their mother tongue. Urdu. 52.00% of them chose correct prepositions and 
56.30% chose wrong prepositions and for the students whose mother tongue is 
Hindi, 4R.00% chose correct prepositions and 43.70% chose wrong 
prepositions. 
• Statistically significant differences were found in students errors based on 
their class. Among the students who studied English from class 1, 32.0% chose 
correct prepositions and 34.2% chose wrong prepositions. Among the students 
who studied English from class 11. 4.8% chose correct prepositions and 52°% 
chose wrong prepositions. Among the students who studied English from class 
III, 6.4% chose correct prepositions and 7.7% chose wrong prepositions. 
Among the students who studied English from class IV, 14.2% chose correct 
prepositions and 15.9% chose wrong prepositions. Among the students, who 
studied English from class V, 31.1% chose correct prepositions and 24.5% 
chose wrong prepositions. Among the students, who studied English from 
class VI, 3.1% chose correct prepositions and 5.i% chose wrong prepositions. 
Among the students who studied English from class VII, 1.6% chose correct 
prepositions and 3°1 chose wrong prepositions. Among the students who 
studied English from class Vlll, 3.3% chose correct prepositions and 4.8% 
chose wrong prepositions. Among the students, who studied English (rein 
class IX. 2.6% chose correct prepositions and 1.3% chose wrong prepositions. 
Among the students who studied English from class X. 1.0% chose correct 
prepositions and 1.0% chose wrong prepositions. 
The result of Error Analysis which is presented in this study is in terms of 
findings of the study which match with the results of contrastive analysis. The 
difference between the mother tongue and the target language has been compared to 
predict the areas of difficulties that the learners' of the target language may face. For 
example in Urdu, par (on, at, tip to). And also the findings vary according to the 
students gender, class, age, and mother tongue. 
The findings of the Errors Analysis also demonstrated that the English 
prepositions of time and place are the most problematic prepositions for the Urdu 
speaking English learners. This seems to he caused because of the difference between 
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the postpositions in Urdu and prepositions in English. For instance, the Urdu 
preposition par, which indicates time and place, corresponds to live English 
prepositions 'on', 'at, upm, up', and upon' When Urdu-speakers are asked for the 
English equivalent of par, they usually give `on'. A natural tendency to be guided by 
the pattern of the mother tongue may be responsible for the problems in the misuse of 
English prepositions, for although Urdu postposition `par' corresponds to five English 
prepositions. it is generally taught to mean 'on'. This is an obvious mistake and is a 
definite source of confusion for learners. 
The English prepositions, in, inside, and into pose the most difficult problem 
for the Urdu speakers of English as they have only one equivalent in Urdu ` me'. For 
instance, it is difficult for the Urdu speakers to say "I will meet you at the airport" or 
"I will come at night". He/she would usually say '9 will meet you in the airport" and 
"I will come in the night". 
This research also indicates that there are other factors and problems that 
contribute in the commitment of errors in the English language performance in 
general, and in the use of English prepositions in particular. They also 
contribute to the low level of English language proficiency in Aligarh. One of 
these factors is that most of English language teachers are incompetent. They 
are not educationally and professionally well equipped. It seems that this 
problem affects the students' performance in English throughout their 
education. Another contributing factor to these problems and to the low level of 
English language proficiency in Aligarh is that teachers fail to teach their 
students the language skills needed. English classrooms tend to be teacher-
centered. Students play a passive role in the learning process and are not given 
a chance to build their confidence through much listening, speaking, reading 
and writing. In addition, old methods of teaching are unfortunately. still being 
used in school. For example, the old grammar-translation method is dominant 
among most English language teachers in our region. Thus, teachers emphasize 
translation and ntetnorization, rather than helping students develop their 
communicative competence. This encourages the students' tendency to rely on 
the mother tongue, even at advanced levels of their learning the target 
144 
language. A further factor that affects English language teaching and learning 
in Aligarh is the poor quality of teaching materials available to teachers and 
students. 
5.5 	Conclusions 
l his research has shown that under-graduate students of the Department of 
English and Women's college at Aligarh Muslim University, exhibit language errors 
in the use of English prepositions in their performance. the major errors were caused 
due to interference from mother tongue. The minor errors were caused by factors 
other than interierence from the mother tongue. These errors were caused by intra-
lingual and developmental interference. 
Urdu-speaking students' exposure to English is confined to the classroom 
with the teacher as the only target-language model. Our subjects have been observed 
to be indulging in over general and producing erroneous sentences. It reveals that the 
students did not have adequate knowledge of the restriction of rules in the target 
language. They were observed using wrong structures/lbrms based on misleading 
analogy in the target language or retained structureslforms of the mother tongue, 
Urdu. 
The findings of the errors analyzed clearly demonstrated that the students tend 
to use the structure/form of Urdu when they communicate in English. They translate 
the structure of Urdu literally into English, ignoring the fact that the two languages 
are different. Urdu is an Indo-Aryan language, but English is a Germanic language 
though both these sub-groups have originated from Indo-European language group. It 
means that there are structured differences: syntactic, morphological, lexical and 
semantic. Such differences become sources of difficulty for the speaker of one 
language learning another. However, this is not to ignore some existing similarities 
between the two languages, which result in what is called "positive transfer". 
to addition, teachers are not in a position to provide their language students 
with a grammatical explanation or correction, which will effectively enable the 
learners to construct efficient inter-language. Knowledge of possible sources of 
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errors, of the methods of error analysis, and of the linguistic structures of the native 
and the target languages can help teachers in this endeavor 
Contrastive Analysis is the process by which the mother tongue and the target 
language are compared in order to identify the differences and the similarities. This 
process is designed to predict the areas of difficulties the learner of the target 
language will face. The prediction is that the similarities will facilitate learning while 
the differences will cause the problem. -Moreover, it is the description of a native 
language and the target language and a comparison of the descriptions, which results 
in various statements about the two languages similarities and differences 
Error Analysis is the systematic analysis of the errors committed by learners 
when attempting to express themselves in the target language. The field of error 
analysis has been defined as dealing with differences between the way people learning 
it language and the way adult native speakers use the language. The belief among 
those who support the error analysis (FA) is that FA developed because of the 
shortcoming of the CA approach. In several works, EA has been suggested as a 
replacement or supplement to CA because it covers a wider range of concerns about 
language teaching. 
The various findings of the data analysis provided evidence from which 
several conclusions can be drawn: 
i. There is a difference between Urdu postpositional and English prepositional 
systems. 
2 Urdu-speaking students, as other students who learn English as a foreign 
language, face difficulties in learning English prepositions. 
3. Urdu postpositions interfere in learning English prepositions especially, 
Spatial and Temporal preposition 
4. Most of the findings were predicted by Contrastive Analysis; however, some 
of the other findings show that Contrastive Analysis alone can by no means 
predict all the errors. 
5. If Contrastive Analysis is applied by a researcher who has through knowledge 
of the two languages, the pedagogical objective can be accomplished. 
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6. Although Contrastive Analysis might be sufficient for predicting the errors of 
the foreign language learner, the supplement of Error Analysis is needed. 
5.6 	Pedagogical Implications 
Urdu-speaking students who are learning English face a variety of problems 
related to the use of prepositions. The most widely used prepositions, each of which 
has a number of semantic and syntactic functions, seems to be more problematic to 
these learners and to reflect a basic semantic orientation in English that differs from 
Urdu. It should be kept in mind by language teacher. 
The English prepositions of time and place are the most problematic 
prepositions to the Urdu speaking students. This seems to he caused by the difference 
between the Urdu postpositional and English prepositional systems. For instance, the 
Urdu postposition me, indicate time and place, corresponds to the English 
prepositions in 'on ut 'bv'. When Urdu speakers are asked for the English equivalent 
of me , they usually give 'in'. If the student is told how me" may he translated as in one 
context (a,g lie is in the room), 'on' in another (e.g. There is a lock on the door), at 
in a third context (He is at the staEion),aid by in the four(A book by Mark Twain). The 
error of using in for me` in all contexts may be eliminated. 
English preposition 'at' poses a very difficult problem for the Urdu-speaking 
student of English for instance, it is difficult for Urdu-speaking students who is 
learning English to say `He is at The gate', or I will meet you at 4 o'clock. He may 
say He is on the gate' and '[will meet you on Jo lock'. 
Because of the difficulty in the use of English prepositions, several approaches 
have been developed to teach prepositions effectively and deal with special areas of 
difficulty. One such attempt is that of Kreidler (1965), who advocates that learners 
should be taught to select prepositions through association between types of words or 
phrases that precede or follow each of the prepositions. Our research shows that it is 
correct to do so but association of structures devoid of meaning may not work in a 
bilingual context. 
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Hornby's (1966) suggestion that combinations of prepositions with various 
nouns, verbs, and participles is also on a similar one and has the same inadequacy. 
Close (1967) suggests that prepositions should be taught as relationships in time and 
place to be seen and felt as precise expressions of position or movement in a certain 
direction, through illustration and action. Pittman (1966) advocates the same point 
when he says that classroom situations where prepositions and prepositional phrases 
can he practiced in visual contexts should be provided. However, he is aware of the 
tact that if the context is abstract, this approach would not work. Buckingham (1975) 
suggests different way's to overcome the difficulty learners face in using English 
prepositions. For the problem of omission, he suggests that the teacher could develop 
in the learners a "set" to learn prepositions. The teacher may read short paragraphs in 
which a few prepositions occur a number of times. Each time the learners hear the 
intended prepositions. they may be made to realize that prepositions to occur with 
their noun objects. In addition, the teacher may play games with the learners during 
which he/she uses prepositions through acting. The teacher may also use the close 
technique in which he! she reads a sentence into which the learners are to insert the 
proper prepositions. For the problem of selection, that visual devices have been 
suggested to remember relationships easily. For instance, for locative prepositions that 
the teacher may use a box and a dot: 
• on 	 by 
In 
For the directional prepositions, he may use an arrow and a dot: 
'l'o 	 from 	 with 
Based on the results of this research, we endorse Contrastive Analysis to be 
used as a tool for teaching. English prepositions, especially to Urdu-speaking students. 
It may provide a comparison between Urdu and English prepositions on which the 
teachers and the curriculum specialist can rely when teaching or preparing materials 
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for the learners. However, the complete picture can emerge only if the predictions of 
CA are compared with the empirical results of error analysis. 
This research clearly indicates that the teacher training programs have the 
responsibility of developing English language teachers' ability to the needs of learners 
with respect to the contexts of English language use. The programs must enhance 
teachers' awareness or new developments in the understanding of the language, i.e.. 
what the language is, and how it functions. A central concern must also be the 
teachers' attitude towards their English competence. 
Findings from this study imply that teachers need to develop linguistic 
tolerance to be able to understand the process of language learning and help students 
achieve proficiency in the target language. Teachers' attitudes towards students' 
errors need to be changed. They should become more concerned with the processes of 
language learning rather than drills on the structures of the language. They should 
avoid imposing pre-determined fomts upon their students' raw mind, which in fact, 
alienates them from the language. 
In addition, teachers should he in a position to provide their language students 
with grammatical explanations, which will effectively enable the learners to construct 
new sentences. Knowledge of possible sources of errors, of the methods of error 
analysis, and of the linguistic structures of the native and the target languages can 
help teachers in this endeavor. 
The findings of this study also imply that teachers should teach their students 
the language skills needed. Teachers should give the students a chance to build up 
their confidence enhanced listening, speaking. reading and writing practice. 
Methodologists (e.g. Terrcl 1977) claim that language skills are acquired only 
through practice and classroom interaction under teacher's guidance. 
Moreover, teachers should avoid old teaching methodologies, such as 
grammar-translation method, the direct method, etc. where errors were to he corrected 
whenever and wherever they were committed, Teachers should follow now teaching 
methodologies, such as the communicative language teaching approach or situational 
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which su~Lcests a reduction in correction and more emphasis on communication 
without interruption. 
leachers should plan their lessons in a way to help their students avoid 
making errors. They should give sufficient and regular practice in getting rid of 
retained structures/forms of the mother tongue. They should also get the students 
know the restrictions on rules of the language so as to help them avoid the faulty 
analogy in the use of the target language. 
Furthermore, the framers of foreign language curricula need to account for the 
potential needs of all students when designing programs. One means through which 
this may be accomplished is by the creation of programs wherein there is maximum 
flexibility for the teacher to utilize lessons related to observed learners' errors. Of 
course, in order to be successful in such a curriculum, teachers need to have an 
understanding of the second language learning process. 
Because of the difficulty in the use of English prepositions. several approaches 
for teaching prepositions and dealing with special areas of difficulty should be 
suggested. One such attempt is that of Kreidler (1966). who feels that meaning is not 
reliable in selecting the correct prepositions. He advocates that learners should be 
taught to select prepositions through association between types of ords or phrases 
that precede or follow each of the prepositions. 
Pittman (1966) feels that classroom situations where prepositions and 
prepositional phrases are practiced in visual contexts should be provided. He 
concludes that abstract non-demonstrable uses of' prepositions should follow, by the 
teacher, through simpler demonstrable ones. IIe also suggests that emphasis should be 
placed on developing links between physical and abstract uses of' prepositions. 
Based on the results of this project. the researcher endorses Contrastive 
Analysis to be used in teaching English prepositions especially to the Urdu speakers. 
Contrastive Analysis can provide a comparison between Urdu and English 
prepositions on which the teachers and the curriculum specialists can rely when 
teaching or preparing materials for the learners. 
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5.7 	Suggestions for Further Research 
We have analyzed only written English in order to establish error patterns and 
to relate these errors to their cause(s). It would be better if future research pays 
attention to the oral forms as they are produced by the Iirdu-speaking students. 
To determine whether the evidence for interference from the Urdu speaking 
students' mother tongue is conclusive, a research on non-Urdu-speaking students is 
also needed. 
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• Age ................ 
• Sex ................. 
• Level ................. 
• Mother tongue ................. 
• State from which you belong ................ 
• From which class you start learning English...... 
Section-11 
Use one of the followine to fill in each blank 
Against, at, by, for, from, in, like, near, of, on, tu, up, with, into, above, off, onto, 
13 	 during, after, without, along, towards, through, via 
I. Munich lies 530 meters .......... sea level. 
II. His trousers were washed ..........the washing machine. 
	
III 	We use to climb slowly ..........the hill. 
IV. [ think there is a salesman .... the door 
V. Don't lean that ladder ..........the wall. 
VL 	Have you heard anything ..........him yet. 
VII. A university is where you study ...........a degree. 
VIII. He sometimes quarrels ..........the neighbour. 
1X. 	Her next birthday will be .........Sunday. 
X. Even the drug could not cure him ..........his illness. 
XI. He was given a ten year prison sentence ..........armed robbery. 
XII. .......... Sunday I was woken up ..........the sounds of radio ......... my 
mother's room. 
XIIL 	He was injured ..........the left arm ..........the shooting accident. 
XI V_ 	I was shocked ..........the way he reacted ..........someone calling him `fatty'. 
XV. 	The train whistled its way ..........the station ..........about Len O'clock 
..........the morning. 
XV T. 	There is still plenty ..........tin left ..........that mine. 
1 
XVII. The passengers ..........the taxi were worried ..........the speed. They were 
travelling ..........a speed ....._90 km/h. 
XVIII. Some of the boxes ..........the Lorries was not tied ..........firmly. 
XIX. 1 took sonic photographs ..........my camera ._.......a hippopotamus 
..........its mouth open wide. 
XX. When a mouse scurried ..........the floor, she jumped up ..........the table. 
XXI. Which of these roads will lead._.. the church. 
XXII. ..........the last holiday I was ..........hospital recovering ..........a mystery 
illness. I was looked .._........... _... A strict nurse. 
	
XXIIL 	I got up late ..........eight O'clock, said goodbye ..........my parents, and hard 
to leave hurriedly ..........my breakfast. 
XXIV. She was walking ..........the path from her mother's house when she was 
attached by a tiger at night. 
XXV. Gently he picked her up ..........the darkness and carried her ...........the light 
... _ _ ...the village. 
Section-III 
Underline the prepositional errors in each of the followine sentences and 
rewrite the sentences correctly. 
1. The widely published manifesto of the new party is not much different than 
ours . 
Ans....... 
2. 1 was taken with surprise when I saw the glamorous zoo. 
Ans....... 
3. He knows very well what is expected from hits but he not able to fulfil all the 
expectations 
Ans .......... 
4. The visitors complained at the poor accommodation they were given. 
Ans ........ 




6. 1 shall put on at note is this regard for your consideration and necessary 
decision. 
.......... 
7. 1 want his document to be detached off the main file and sent to me. 
Ans...._...__. 
9. 	The father brought the sweets and distributed them between his true children. 
Ans ................. 
9. The angry boat man threw the cracked bar in the river and returned hone. 
Ans ............ 
10. The venue of examination is one mile further up the hill. 
Ans ............. 
11. A man who always connives on the faults of hischildren is their worst enemy. 
Ans.. _ ........ 
12. I am hearing a lot about the problem of AIDS these days 
Ans.. _ ......... 
13. Having a stay in the jungle that night they had nothing to fear at. 
Ans ........... 
14. They walked besides beach other in silence. 
Ans .............. 
15. Please do not forget to send me an express telegram on my address when you 
reach Singapore airport. 
Ans .............. 
16. Most of the West Bengal is an extremely fertile plain between which the river 
Huogly flows. 
Ans .............. 
17. 1 offered him part-time work but he turned it over saying that he would rather 
wait for a full time job. 
Ans .............. 
18. It proves year after year that when it comes into judging new writing we are 
on slippery ground. 
Ans ............... 
19. The plane took on as soon as the passengers boarded it. 
Ans .............. 
20. "Two women were between those killed in fire that broke out at the hotel. 
Im 
Ans............ 
21. The minister and some of his colleagues were invited for the charity show 
staged by the Dhavan college. 
Ans ............. 
22. The boy stood by men panting for breath. 
1ns ............. 
23. Such natural imagery suggests that killings were akin with a natural disaster 
and not a matter of individual responsibility. 
Ans.............. 
24. Several prominent figures involved in the scandal are required to appear to the 
investigation committee. 
Ans ............. 
25. It must be said to his credit that he stood towards his friends through thick and 
thin. 
Ans .............. 
iv 
